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The long-term aim of this study is to gain a better understanding of the factors that influence 
the capacity of preschool teachers in teaching Vietnamese as second language (L2) to 
Indigenous children in Lai Chau province in Vietnam. The aim of the research is firstly to 
record and analyse preschool teachers’ beliefs about teaching L2, and secondly to analyse 
existing pedagogical practice in preschool classrooms where Vietnamese is taught to 
Indigenous children in Lai Chau. To achieve this, explanatory sequential mixed methods are 
employed to develop an in-depth understanding of the practice of teaching an L2 to 
Indigenous preschool children. The methods include surveys (n=286), interviews (n=6), and 
observations (n=6) of teaching Vietnamese language in preschools in Lai Chau Province.  
The findings from the study highlight the profound influence of cultural knowledge, teacher 
background and teacher experience. These three factors may cause both convergence and 
divergence between teachers’ beliefs and their practice. The study confirms that culture has a 
great influence on teachers’ beliefs and their teaching of Indigenous children. The cultural 
mismatch between teachers and students and  their families leads teachers to blame the 
difficulties in teaching an L2 on children and their parents without considering their own 
teaching limitations. Based on the findings about teachers’ beliefs and their practice in the 
class, this research attests that espoused theories and practice do not always align. There is 
not a strict correlation between espoused theories and practice. The evidence demonstrated 
that in some cases, whilst teachers demonstrated good intuition, they were not sufficiently 
skilled in teaching an L2 to young children. Almost none of them had received formal 
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CHAPTER 1: INTRODUCTION 
 
1.1 Personal Reasons for Conducting this research 
I was born in Ha Long, Quang Ninh province which is located in the Northeast of 
Vietnam, and I lived there for about 16 years. It was a poor, mountainous place before the 
1990s. At that time, like other friends, I attended a day care centre because my parents 
worked full-time. It was called a preschool, although it did not resemble a school. It was a 
small, old building with a tiled roof which was built into a hillside. The building measured 
about 30 square metres and had been transformed into a daycare centre without a toilet. I 
attended this centre for two years between the ages of three and four. I still remember that the 
centre had no toys, no playground, and no learning activities. The children who attended the 
centre were assembled into one mixed-agegroup, and my friends and I usually stood chatting 
in front of the main door or we played in the sand and gravel. Sometimes, two caregivers 
would teach us a song. I did not want to go to daycare and I was so happy when, at the age of 
five, my mom agreed to let me stay home. At this age, I could stay at home alone. My mom 
was a high school teacher, and she used to leave home early. This gave me the chance to 
explore her books and newspapers when she was not at home. She asked me to look at 
pictures in the different books and newspapers and to create stories. I stayed home for a 
whole year before going to primary school. It was both an interesting and isolating 
experience for a five year-old, and it meant that I did not experience preschool in the true 
sense of the word. My deprived childhood makes me sympathetic to children who live in 
unfavorable circumstances and who do not have the chance to go to preschool.  
I held the position of lecturer in the Faculty of Early Childhood Education at Hanoi 
National University of Education in Vietnam from 2009 to 2016 and have taken leave to 
undertake this doctoral research. I have always been interested in children’s language 
development in their early years and have had many opportunities to explore the status of 
education in the mountainous areas of Vietnam. When working in poor areas and observing 
Indigenous children, (please see Chapter 2- Literature review for a defintion), I relate to their 
learning difficulties. Compared to my own experience, they face an additional language 
barrier. Consequently, questions were raised for me about early childhood Indigenous 
education: How can preschool teachers help children under six years old to acquire a second 
language, and how do children adapt to a Vietnamese (language) education environment 
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while using a different mother tongue at home? My role in this study would therefore be that 
of an outside observer/researcher. I collected data directly from preschool teachers in Lai 
Chau, Vietnam. These teacher-participants shared with me their beliefs, experiences and 
pedagogical practices teaching Indigenous preschool children and ways in which they help 
children to learn Vietnamese as a second language. The knowledge gained from this study 
enabled me to examine teaching and learning an L2 to Indigenous children and to better 
understand processes that support teachers to be effective in their preschool roles. 
1.2 The Background of the Research 
Vietnam is a country with 54 different ethnic or Indigenous groups. The total number 
of ethnic minoritiy or Indigenous people in Vietnam is approximately 14 million. This 
constitutes 14.7 per cent of the total population of 96.2 million (The General Statistic Office 
of Vietnam [GSO], 2019). Each Indigenous group has its own first language while 
Vietnamese is spoken by the majority Kinh (or Viet) group, and this is the official language 
of Vietnam. This dominance of Vietnamese language places children who have a different 
first language at a disadvantage when commencing school. Vietnamese is normally used as 
the language of instruction in schools. It is important therefore, to equip Indigenous children 
with Vietnamese language in order to ensure equal learning opportunities for all children.  
Before the 1990s, there was not much literature in Vietnam showing an interest in 
education for Indigenous children. In the second half of the 1990s, a number of issues 
emerged in the area of early childhood education (ECE) for Indigenous children. Assisting 
Indigenous preschool children to use Vietnamese as well as their mother tongue, and 
increasing their confidence to enter grade one were the main issues raised at this time. 
Between 1996 and 2006, the Ministry of Education and Training Vietnam (MOET) worked 
with other government and non-government organisations to set up projects that focussed on 
the care and education of children in poor and remote areas. Between 2001 and 2005, the 
United Nations International Children's Emergency Fund (UNICEF) supported MOET to 
deploy educational and healthcare projects for vulnerable children who did not receive 
childcare/preschool and education services.    
In 1998, within the framework of the Early Childhood Development Program in 
collaboration with UNICEF, the MOET Department of Early Childhood Education and the 
Department of Education and Training of Gia Lai conducted a study on methods of teaching 
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Vietnamese and Jrai language to preschool Jrai children. Based on the kindergarten program - 
a 26 week program for 5-year-olds - this study provided guidelines to develop children’s 
spoken Vietnamese through the use of Indigenous games and literature in class (S. T. Pham, 
Le, Nguyen, Dinh, & Ho, 2006). This project supported Indigenous children in Gia Lai, and 
led educators and MOET to consider conducting more Indigenous education studies. From 
2001 to 2004, the Department of Early Childhood education in MOET investigated ways of 
implementing the 26 weeks program for 5- year- old Indigenous children. This study 
produced three results: guidance documents for the implementation of the 26 week program, 
training documentation for parents to assist them in teaching children Vietnamese, and 
language development exercises for preschool children (S. T. Pham et al., 2006).    
The period between 2006 and 2010 marked the first time that a national project on early 
childhood education development had received government approval. The priority was 
investment in the construction of kindergarten schools and classes in  especially difficult, 
ethnic minority areas.The aim was to guarantee each commune an early childhood education 
(ECE) establishment of eary care center with appropriate infrastructure and equipment. The 
main purpose of this project was to expand the coverage of ECE to meet parents’ needs and 
to close the gaps between different regions. ECE in ethnic minority, remote, frontier and 
island areas was to be gradually enhanced until government standards for quality of care and 
education were met. By the end of 2010, there was to be enough classes for ethnic minority 
children to complete at least one year of a five-year preschool education program before 
entering primary school (The United Nations Educational Scientific and Cultural 
Organization [UNESCO], 2006). Since then, teaching Vietnamese to Indigenous children has 
been one of the main priorities in ECE in Vietnam.  
 Lai Chau Province has been selected as the study site because it is typical of  
highland provinces of Vietnam, where proportions of Indigenous minority groups are higher 
than in other provinces (Vietnam Prime Minister [VPM], 2016). Lai Chau is also one of the 
poorest provinces in Vietnam (World Bank, 2012), and 20 different Indigenous groups live 
there. The groups comprise of Thai (35%), H’Mong (22%), Kinh (13%), and Dao (12%). The 
rate of Indigenous school attendance is low in this province (GSO, 2009a)and, as a 
consequence, rates of Vietnamese illiteracy among Indigenous groups from primary school 
through to tertiary school are higher than for the dominant Kinh (or Viet) group (Holsinger & 
Jacob, 2008). The rate of Indigenous children who are illiterate in Vietnamese stands at 
approximately 40.6% (GSO, 2009a). Since Vietnamese is the dominant language at school, 
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language barriers linked with illiteracy present obstacles to Indigenous children in achieving 
their full educational potential (United Nations International Children's Emergency Fund 
[UNICEF], 2011). It is therefore critical to develop an understanding of ways of closing the 
educational gaps that are evident in this and similar provinces. 
 According to data reported by Department of Education and Training Lai Chau 
(DOET) for the school year 2015-2016, the out-of-school rates for Indigenous children at 
three, four and five years old were 5%, 2.2%, and 1.2% respectively (Department of 
Education and Training Lai Chau [DOET], 2016). These numbers indicate that the rates of 
Indigenous children attending preschool were high. It also suggests that there is an 
opportunity for Indigenous children to learn Vietnamese as a second language (L2) in 
preschool before entering primary school, where all subjects are taught in the Vietnamese 
language. Preschool presents a chance for Indigenous children to become better prepared in  
Vietnamese before commencing primary school. This possibility has encouraged the 
researcher to explore what actually happens in the teaching of an L2 to Indigenous children. 
What  challenges do teachers face and what do they learn from teaching Indigenous preschool 
children?  
1.3 Research Purpose 
This study examined the status of teaching Vietnamese as a second language (L2) in 
preschools in Lai Chau Province, Vietnam. In order to investigate the current situation of 
teaching Vietnamese language in this project, a mixed methods approach was used to answer 
the research questions. The research includes surveys, interviews and observations conducted 
in preschools in Lai Chau Province. As described above, the aims of this research were: 
• to record and analyze preschool teachers’ beliefs about teaching Indigenous children a 
second language; 
• to analyze teachers’ existing classroom pedagogical practices in preschools when 
teaching Vietnamese as an L2 to Indigenous children; and, 
• to provide a research baseline for improving the status of teaching Vietnamese to 
Indigenous preschool children in Vietnam. 
1.4  Research Questions 
The long-term aim of this study is to gain a better understanding of the factors that 
influence the capacity of pre-school teachers in teaching Vietnamese as an L2 to Indigenous 
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children, and to improve their capacity to work effectively with this vulnerable population. 
Hence, the overarching research question is: 
What are the challenges and affordances of teaching Vietnamese as an L2 to 
Indigenous preschool children in Lai Chau Province, Vietnam? 
In order to answer this question, the following questions will be investigated: 
(1) What are teachers’ beliefs about teaching Vietnamese as an L2 to Indigenous 
children?  
This question is linked to the following factors: 
• Teachers’ beliefs about, and perspectives on Indigenous children and teaching 
methods for Indigenous children; 
• Teachers’ beliefs about general language acquisition and L2 acquisition specifically; 
• Teachers’ experiences of working with Indigenous children; 
• Teachers’ knowledge gained from their pre-service and in-service teacher education 
programs regarding L2 teaching and learning. 
 
(2) What are preschool teachers’ practical experiences of teaching Vietnamese as an 
L2 to Indigenous children?  
This question sought information linked with some of the following factors: 
• What pedagogical approaches do teachers use for teaching Indigenous children 
Vietnamese as an L2?  
• How close are teachers’ stated beliefs about L2 learning to their classroom 
pedagogical practices? 
• What challenges and opportunities do teachers experience when teaching Indigenous 
children Vietnamese?  
1.5 The Significance of the Study 
There are several reasons why this research project is necessary and valuable for 
understanding teachers’ work with Indigenous children learning an L2 (Vietnamese) in 
remote provinces of Vietnam, like Lai Chau. Firstly, this research will gather previously 
unavailable data from preschool teachers about their experiences of teaching Indigenous 
17 
 
children a second language. Moreover, the research will report on the challenges and 
opportunities for developing effective pedagogical approaches in Lai Chau. By documenting 
the status of teaching Vietnamese to Indigenous kindergarten children in Lai Chau, this study 
will provide valuable empirical data for educational policy makers and teacher educators. 
This research will therefore have direct implications for improving educational policy, and 
for improving the design and implementation of preservice and inservice teacher education 
based on the empirical data provided. Finally, the findings from the study will foster 
opportunities for further discourse and investigation into teaching strategies for L2 learning 
that are culturally appropriate, responsive and relevant for Indigenous children. 
1.6 Chapter Overview 
The thesis includes nine chapters. Chapter one provides an overview of the project. 
Chapter two presents a critical review of the relevant literature pertaining to the teaching of 
an L2 to young Indigenous children, and identifies the contribution of this study to the 
broader field of research.  
In order to provide a foundation for this study, Chapter three outlines relevant theories of 
child development, second language acquisition, the teachers’ role and their pedagogies in 
teaching an L2, and teaching requirements for learners from diverse cultural backgrounds. 
Chapter four describes the methodology employed in gathering the data in Lai Chau 
Province. This chapter outlines the parameters of the research, an explanation for the to use 
of a mixed methods option, identification of participants, and data collection through surveys, 
interviews, and observations.  
Chapter five provides an analysis of survey data on teachers’ backgrounds, teachers’ 
beliefs about second language acquisition and their pedagogies, and sources of challenges 
faced by teachers, as well as the opportunities presented to them in practice. It combines both 
quantitative data (closed-end questions) and qualitative data (open-end questions). Teachers’ 
perceptions of L2 teaching are outlined and these are connected to their points of view about 
the challenges and opportunities presented in practice.  
Chapters six and seven provide qualitative data analyses from interviews and observation 
data respectively. While teachers shared their beliefs and experiences during the interview 
process, classroom observations revealed the teaching practices in six classrooms in six 
different Lai Chau districts.  
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Chapter eight discusses the combining of quantitative and qualitative data, provides 
answers to the research questions and discusses their implications. Several overarching 
themes were identified when addressing the research question, and they invite further 
research in the field of teaching Vietnamese as an L2 to Indigenous children. This chapter 
also links to prior linguistics, second language teaching, and culturally appropriate pedagogy 
debates identified in the literature, and uses theoretical frameworks to explain the findings.  
Chapter nine provides recommendations for policymakers as well as educators, and 
postulates a range of suggestions to improve the quality of teaching and learning Vietnamese 
for Indigenous children.  
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CHAPTER 2: LITERATURE REVIEW 
 
This chapter reviews the existing literature on second language acquisition and 
pedagogies for Indigenous children in Early Childhood Education. It begins by providing an 
historical background to the sociolinguistic contexts of early childhood education in Vietnam. 
This is followed by a discussion of the status of teaching Vietnamese as an L2 in 
mountainous areas of Vietnam where there is a large population of Indigenous students. This 
section explains when and why Vietnamese language is used as an official language in 
schools, and defines the term, ‘Indigenous people’ used in the study. Furthermore, the chapter 
reviews government policy on cultural/language preservation in Vietnam and early childhood 
education in the context of Indigenous education. The literature reviewed  illuminates the 
challenges that exist in current L2 teaching and learning practices in rural mountainous areas 
of Vietnam with a particular focus on the L2 experiences of local Indigenous children. The 
discussion encompasses critical issues affecting internal efforts to address L2 literacy in 
Vietnam. This provides the rationale for selecting the research topic: the teaching of 
Vietnamese as a second language. Definitions and terminology linked with L2 acquisition 
and learning in the context of early childhood education is presented, and previous research 
in teaching an L2 to young children is reviewed.  The review also examines teachers’ beliefs, 
expectations, pedagogies and roles in teaching an L2 to young children. A critical analysis of 
existing L2 studies and current projects/studies that focus on Indigenous children’s learning 
of an L2 in Vietnam is included. Finally, the review will signal a gap in previous research 
thus highlighting the significance of this study.  
2.1 Historical Background of Early Childhood Education in Vietnam 
2.1.1 Language policy in education in Vietnam. Vietnamese language and scripts 
have changed three times over the course of history due to changing political regimes. In 
schools, the language of instruction changed from Chinese during the eras of Chinese 
colonialism (111 B.C. to 939 A.D) and Monarchical independence (939-1861) to French in 
the semi-colonial and semi-feudal period (mid-19th century to 1945). Although Chinese and 
French were used at school, they were not Vietnamese languages. In the 17th century the 
Quoc Ngu script, based on the Latin alphabet was born (G. T. Nguyen, 2006), and since1945 
it has been the official written Vietnamese language. Despite differences in politics, 
educational philosophies and educational goals since 1945, a common feature of Vietnamese 
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education has been the use of Vietnamese as the formal language in schools instead of using 
French and Chinese as before.  This reflects a big change in the education of Vietnamese 
children because it presents an equal opportunity for all children to go to school and share the 
same language of instruction.  
 The main language policies in use today originate from the Socialist Republic of 
Vietnam (1945). Vietnam is home to 54 different ethnic or Indigenous groups (for the 
purposes of this study, the terms Indigenous groups and Indigenous languages are used - see 
the discussion in the next section of this chapter). There are eight Indigenous language groups 
in Vietnam as shown in Table 2-1 (C. T. Hoang, 2006; Lewis, Simons, & Fennig, 2009; H. H. 
Nguyen, Nguyen, & Ta, 2013; D. T. Tran, 2011). Each Indigenous group speaks its first 
language while Vietnamese is spoken by the majority Kinh (or Viet) group and, has been the 
official language of Vietnam since 1945.  
 
Table 2-1  
 
Indigenous Languages  in Vietnam  
Language groups Indigenous groups 
The Viet-Muong Three groups: Chut, Kinh, Muong, Tho 
The Tay-Thai Eight groups: Bo Y, Giay, Lao, Lu, Nung, Sanchay, Tay, and 
Thai 
The Mon-Khmer 21 groups: Bana, Brau, Bru-Van Kieu, Cho Ro, Co, Co Ho, Co 
Tu, Gie Trieng, Hre, Khang, Khmer, Kho Mu, Ma, Mang, 
Mnong, Odu, Romam, Ta Oi, Xinh Mun, Xodang, and Xtieng. 
The Malayo-Polynesian Five groups: Cham, Churu, Ede, Jarai, and Raglai 
The Sino Three groups: Hoa, Ngai, and San Diu 
The Tibeto-Burman Six groups: Cong, Ha Nhi, La Hu, Lo Lo, Phu La, and Si La 
The Hmong-Dao Three groups: Dao, Hmong, and Pa Then 
The Kadai Four groups: Co Lao, La Chi, La Ha, and Pu Peo 
Note. Adapted from Lewis et al. (2009) and (D. T. Tran, 2015) 
 
 Vietnam’s language policy since 1945 has focussed on: Vietnamese language, 
Indigenous or ethnic languages, and foreign languages. However, in 1991, the use of 
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Vietnamese language was officially adopted by law in the Socialist Republic of Vietnam. 
Article 4 of the legislation acknowledges the linguistic rights of Indigenous Vietnamese 
citizens, and states that, “Primary education is provided in Vietnamese. Indigenous People 
have the right to use their own spoken and written language as well as Vietnamese to 
complete primary education” (Vietnam National Assembly, [VNA], 1991, p. 1). However, it 
is not easy to apply this Article into the practice in the context of Vietnam. The term official 
language first appeared in the Primary Education Law in 1998 (VNA, 1998), and this 
formally established the national status of the Vietnamese language.  
 Vietnam has policies designed to both protect Indigenous languages and to promote 
Vietnamese language to all citizens. The Constitution of the Democratic Republic of Vietnam 
(1946,1960) and the Constitution of the Socialist Republic of Vietnam (1980,1992) respect 
and protect Indigenous languages. The directives and resolutions of the Communist Party and 
the government of Vietnam have focussed on three issues: (1) the improvement and 
development of scripts for Indigenous languages, (2) the appropriate and effective use of 
Indigenous languages to help Indigenous people speak their languages proficiently, and (3) 
the preservation and protection of Indigenous languages and cultural heritage (G. T. Nguyen, 
2006). These resolutions indicate that the Vietnamese government supports the use of 
Indigenous or non-dominant languages in schools and in the community. The 1992 
Constitution of the Socialist Republic of Vietnam enshrined the rights of ethnic minorities to 
use and protect their language, stating in Article 5 that, "Ethnic minorities have the right to 
use their language and scripts, maintain and develop their good traditions, practices, custom 
and culture" (VNA, 1992, p. 4). In addition, the Education Law (VNA, 2005, p. 4) asserts 
that, "The state shall enable ethnic minorities to learn their spoken and written languages to 
preserve and develop their ethnic, cultural identity" (VNA, 2005, p. 4). These policies were 
designed to protect all dialects and to avoid cultural domination. Although the Vietnamese 
government has developed a number of policies and programs that promote equal rights for 
all groups, a huge gap between theory and practice still exists (Kosonen, 2013; Quang, 2012). 
There is a wide gap between these policies and practice in terms of support for Indigenous 
learners compared with other ASEAN countries such as Cambodia and Thailand (Kosonen, 
2013). In addition, although there are many Indigenous languages spoken in communities, the 
policy’s stated aim is also to improve convenience of communication nationally through the 
use of one national language, and  the Vietnamese language has been chosen by the 
government to be the official language of schools and other educational institutions (VNA, 
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2005). Consequently, Vietnamese is taught as second language (L2) to all Indigenous 
children in schools nationally.  
 
2.1.2 Indigenous People –Definition in the Context of Vietnam. Before 
introducing the discussion regarding ECE for Indigenous children in Vietnam, I will define 
how the term “Indigenous Peoples”, as used in my research.  
 Vietnam is home to 54 recognized ethnic groups, and is therefore considered a 
multi-ethnic country; 53 of these groups are ethnic minority groups, and the 54th is formed 
by the majority Kinh group. Although the country voted in favour of The United Nations 
Declaration on the Rights of Indigenous Peoples in September 2007 (United Nations, 2007), 
it has not ratified The Indigenous and Tribal Peoples Convention 1989. Furthermore, it does 
not use the term Indigenous peoples but favours the term, ethnic minorities.  
In Vietnam, Dân tộc thiểu số or Dân tộc ít người is the official term that is used in 
reference to people who are not Kinh (the majority group). The term Dân tộc thiểu số or Dân 
tộc ít người translates as ethnic minority, and is used in all documents written in English 
inside and outside of Vietnam. Several reasons will be given in this section for avoiding the 
term ethnic minority in this research. Before drawing a comparison with the international 
definition of an ethnic minority, I will explain the way that Vietnamese people and the 
Vietnamese government apply it. Finding a suitable definition in the context of Vietnam will 
help the researcher to present a clear, unambiguous description of this multi-ethnic country.  
It is essential to define the term ethnic minority in the Vietnamese context to better 
understand the cultural nuances of the research presented in this thesis. It is not easy to 
present a unanimous definition of an ethnic minority due to the diverse history of Vietnam 
discussed above. Existing definitions of the term ethnic minority (Savitri, 2015) pose 
shortcomings for this research. The first of these is a definition by the Permanent Court of 
International Justice (PCIJ)(1930) which states that an ethnic minority is:  
a group of persons living in a given country or locality, having a race, religion, 
language and traditions of their own and united by this identify of race, religion, 
language and traditions, in sentiment of solidarity, with a view to preserving their 
traditions, maintaining their form of worship, ensuring the instruction and upbringing 
of their children in accordance with the spirit and traditions of their race and rendering 
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mutual assistance to each other (Permanent Court of International Justice, 1930, p. 
21). 
This definition “does not bind minorities to specific nationality; they could be 
considered minorities in relation to a locality in which they reside” (Savitri, 2015, p. 3). 
Although this definition mentions different criteria such as race, religion, and language that 
identify some typical features of ethnic groups, it does not give a clear suggestion of why or 
how a group would be considered an ethnic minority, and in the context of this research it is 
essential to be able to identify the linguistic and cultural backgrounds of the communities 
where the research takes place.  
An alternate definition proposed by Capotori (1979) defines a minority as:  
 a group numerically inferior to the rest of the population of a State, in a non-
dominant position, whose members-being nationals of the State-possess ethnic 
religious or linguistic characteristics differing from those of the rest of population and 
show, if only implicitly, a sense of solidarity, directed towards preserving their 
culture, traditions, religion or language (Capotorti, 1979, p. 96). 
Capotori’s definition distinguishes between minority and dominant groups by its use 
of the term ‘numerically inferior’. This is considered the main criteria for identifying ethnic 
minorities besides factors such as race, religion, and language. After 1979, Capotori’s 
definition was introduced and superseded the Permanent Court’s definition. However, some 
problems in Capotori’s definition should be considered (Fortman, 2011; Rehman, 2000). 
Firstly, emphasising numerical inferiority within a hierarchy is unhelpful. One group is not 
necessarily more powerful than another because of its size in proportion to the wider 
population. Capotori’s definition cannot be used in the case of reversed minorities where one 
group is smaller in number, but holds a dominant position. This can be observed in Lai Chau 
province, where Kinh people form a smaller percentage of the population as a whole 
compared to other ethnic groups but are nevertheless, considered to be the dominant group in 
Vietnam.  Finally, this definition cannot be used to identify the difference between voluntary 
minority groups which include immigrant groups, such as the Nung, San Diu and Dao 
(Khanh, 2019), and involuntary minority groups who are from small populations living in 
Vietnam, such as the Tay, Muong and Thai (Khanh, 2019).  
In1985 Dechênes, another Canadian expert from the Nations Unites Sub-Commission, 
proposed a definition that excluded the term “numerically inferior” (p. 9) and replaced it with 
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the term “nationals of a State” (p. 5).  This arose from its predecessor “citizens of a State” (p. 
9), and gave rise to the following definition of an ethnic minority:  
A group of citizens of a State, constituting a numerical minority and in a non-
dominant position in that State, endowed with ethnic, religious or linguistic 
characteristics which differ from those of the majority of the population, having a 
sense of solidarity with one another, motivated if only implicitly, by a collective will 
to survive and whose aim is to achieve equality with the majority in fact and in law 
(Deschênes, 1985, p. 9).  
Dechênes’ definition avoids the shortcoming in Capotori’s definition, but tends to 
highlight the rights of a minority group in comparison with a dominant group without 
emphasising the identity of ethnic minorities.  
The brief discussion above demonstrates the absence of a universally accepted 
definition of ethnic minority. because of the diverse range of cultural and linguistic groups 
that reside within each country/nation. In Vietnam, the term ethnic minority, as used by the 
Vietnamese government, was defined by the Committee on Ethnic Affairs (Ủy ban Dân tộc, 
2011), who were appointed to take charge of ethnic affairs. This committee adopted the 
following definition of ethnic minorities for Vietnam:  
Ethnic minorities are those with a lower population than the majority in the territory 
of the Socialist Republic of Vietnam. A majority is an ethnic group with a population 
accounting for more than 50% of the total population of the country, according to the 
national census in Vietnam (Vietnamese Government, 2011, p. 1 ).  
Thus, the Vietnamese government adopted the Capotori (1979) definition of minority status 
based on numerical criteria. This definition, critiqued earlier, enshrined the Kinh group (more 
than 85% of the Vietnamese population) as the dominant group in Vietnam and rendered all 
other groups, ethnic minorities (The General Statistic Office of Vietnam, 2009b).   
The definition adopted in Vietnam does not address the problem of reversed 
minorities and fails to distinguish between voluntary and involuntary minority groups. There 
are shortcomings to this definition given that the country is home to 54 ethnic groups who are 
all Vietnamese nationals. The term ethnic minority is not therefore used in this research, and 
there are three main reasons for this: 
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 Firstly, I do not support using the word “ethnic” to categorize people into different 
groups. My ideas are closely related to those of Peoples and Bailey (2018) who explain:  
an ethnic group is a named social category of people based on perceptions of shared 
social experience or one's ancestors' experiences. Members of the ethnic group see 
themselves as sharing cultural traditions and history that distinguish them from other 
groups. Ethnic group identity has a strong psychological or emotional component that 
divides the people of the world into opposing categories of ‘us’ and ‘them’ (Peoples 
& Bailey, 2018, p. 389). 
My view is that, in Vietnam, naming people who are not part of the Kinh group as 
ethnic has two effects: it creates an ‘us and them’ perspective, which is problematic because 
it divides rather than unifies people and, it implies that Kinh people do not have an ethnicity. 
The term Indigenous peoples is therefore preferred by way of respect for all groups.  
Secondly, it is not prudent to position some cultural groups as inferior by separating 
dominant and non-dominant groups. Each individual has their own ethnicity, and all are born 
equal. Although the definitions of ethnic minority discussed above do not indicate 
discrimination, the term ‘minority’ is often used to describe people who are oppressed 
(Myers, 2007) and less powerful (Harris, 1959; Myers, 2007; Parrillo, 2016).  
Thirdly, by using population percentages to determine ethnic status, the Vietnamese 
government, by implication, requires non-Kinh citizens to follow Kinh practices (Erni, 2008; 
Quang, 2012).  
Numerous policy documents incorporate support for Indigenous learners in learning 
their own languages. Indigenous languages, such as the Cham language however, are taught 
as a subject of study for just a few hours a week to Khmer children (Quang, 2012), and this 
practice is defined by the Ministry of Education and Training (MOET) as ‘bilingual 
education’ (Kosonen, 2013). Reference is made to the right to an education using children’s 
Indigenous (ethnic) languages in Vietnamese policy documents, but in practice, Vietnamese 
language is the major language of instruction in schools (Kosonen, 2013). This, it has been 
noted, offers one explanation for the achievement gap in mathematics and Vietnamese 
language between Kinh and non-Kinh children (H. Nguyen, 2019). Whilst waiting for the 
Vietnamese government to make the necessary changes, I was interested in ways of helping 
Indigenous children overcome the obstacle of Vietnamese language, which presents as a 
barrier to reaching their potential.  
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Instead of using the term ethnic minority, the term Indigenous peoples is preferred in 
this study. Apart from the international definition of Indigenous peoples (Fodella, 2005; 
Thornberry, 2013), I believed that the term Indigenous peoples should be understood in the 
historical and cultural context of each country. Consequently, the term Indigeous peoples will 
be discussed from both a global and country-specific perspective in the case of Vietnam.  
A number of ad hoc definitions of Indigenous peoples have been proposed by 
international organizations, such as the International Labour Organization (ILO) and the 
World Bank (Fodella, 2005). In the Convention Concerning Indigenous and Tribal Peoples in 
Independent Countries, Convention No.169, article 1, the International Labour Organization 
(1989) used the term Indigenous people to name those who lived in independent countries:  
Peoples in independent countries who are regarded as Indigenous (sic) on account of 
their descent from the populations which inhabited the country, or a geographical 
region to which the country belongs, at the time of conquest or colonization… 
and…retain some or all of their own society. Economic, cultural, and political 
institutions (p. 1-2).  
While the ILO identifies Indigenous peoples within national contexts, the World Bank 
defines Indigenous peoples as “social groups with a social and cultural identity distinct from 
the dominant society that makes them vulnerable to being disadvantaged in the development 
process” (1991, p. 1). Based on this definition, many Indigenous people who live in poor 
areas in Vietnam are considered vulnerable because of their economic status. I do not believe 
that this is a suitable method of identifying Indigenous people in this study because it risks 
perpetuating discrimination by inferring that Indigenous people are non-dominant.   
An alternative definition posed by Fodella (2005) argues that ownership of land is the 
main criteria for identifying Indigenous groups. He argues that Indigenous peoples are: 
those peoples with their own identities and an organized societies, distinct from other 
sectors of the societies in which they live (for social, economic, cultural, or political 
reasons), who are descendants of those who originally inhabited a land at the time 
when settlers came to from elsewhere to occupy or conquer such land (Fodella, 2005, 
p. 1) 
The above definitions lead me to conclude that each nation/country should make 
provision for Indigenous peoples to self-identify according to their cultural identities rather 
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than uphold one definition of Indigenous people that is imposed upon them by external 
parties.   
The Vietnamese government has officially adopted the term ethnic minority over 
Indigenous peoples. The reason for this may be that the term ‘Indigenous’ has been 
associated with invasion and colonization, and the Vietnamese government is aiming to avoid 
ethnic conflict which is part of the Vietnamese historical and cultural context (D. H. Phan, 
1998; D. H. Phan & Lam, 2001). The Vietnamese government, in accordance with 
Communist ideology, promotes the right of universal land use over individual ownership 
(VNA, 1992). Members of all ethnic groups are Vietnamese nationals, and since 
Independence, there have been no borders inside the country. Some groups have since moved 
to new areas, and this has increased the population of Kinh peoples in some places 
historically inhabited by other groups.  
Another reason why the term ethnic minority is not used in this study relates to 
language barriers and translation difficulties. The term ‘ethnic minority’ in Vietnamese is 
defined as, “an ethnic group that has less population than another dominant ethnic group in a 
diversified ethnic country” (P. Hoang et al., 2010); and sometimes the term is abbreviated to 
ethnic in oral language (p. 239). The Vietnamese dictionary which is written by Kinh authors, 
reflects a Kinh perspective. The means used to distinguish non-Kinh groups fails to 
discriminate between them. When comparing the Vietnamese term dân tộc thiểu số, the 
Japanese term 少數民族 (しょうすうみんぞく) and the Chinese term 少数民族, it was 
noted that they share the same perspective when naming people who come from small 
population groups (“thiểu” in Vietnamese has the same meaning as 少 in Chinese and 
Japanese). These three Asian countries share a common means of identifying groups of 
people in their countries. I believe that differences in Eastern and Western perspectives may 
complicate translations of the term ethnic minority from English to other Asian languages and 
vice versa. Translation of the term dân tộc thiểu số in Vietnamese to ethnic minority in 
English may therefore lead to a change of semantics. For clarity, I define my own term for 
the purpose of this study. 
Based on traditional Vietnamese perspectives and the historical and cultural 
background of the country, the following definition for the term Indigenous peoples that will 




Indigenous people in Vietnam are those who are not Kinh people and who are the 
original inhabitants of Vietnam’s mountainous/highland areas. They share 
Vietnamese territory and political institutions with Kinh people. Indigenous people 
have their own race, religion, language, and traditions. They are equal to Kinh people 
in law.  
2.1.3 Early Childhood Education (ECE) for Indigenous Children in Vietnam. 
During the period 1996-2006, MOET worked with other government and non-government 
organisations to set up different projects that focussed on caring for and educating children in 
poor and remote areas. From 2001-2005, UNICEF was active in supporting MOET to deploy 
educational and healthcare projects for vulnerable children, many of whom were Indigenous 
children who did not receive childcare/preschool and education services. 
In Vietnam, early childhood education includes kindergarten for children from three 
months of age to children under 3-year-old, and preschool for children from three to six years 
old (Prime Minister of the Socialist Republic of Viet Nam, 2016). However, in practice, 
public kindergartens are not separate organisations, and kindergarten classes are often 
included in public preschools in Vietnam. The term preschool children is generally used 
therefore to describe children who are under six years old.  Since 1998, different pilot 
projects have been proposed by the Vietnamese government to support education for 
Indigenous preschool children. In 1998, within the framework of the Early Childhood 
Development Program in collaboration with UNICEF, a study on how to teach Vietnamese 
and Jrai language to preschool children was conducted (Department of Education MOET and 
Department of Education and Training of Gia Lai, 1998). This project proposed a new 
curriculum based on the current kindergarten program for children. It was named The 5-year-
old 26-week Kindergarten Program, and was first introduced in 1990. The programme did 
not focus on Indigenous education (S. T. Pham et al., 2004). A series of guidelines were 
developed for Indigenous kindergarten children to learn Vietnamese through the use of  
Indigenous games and literature in class (S. T. Pham et al., 2006). It was the first Vietnamese 
government project that focussed on ECE for Indigenous children. It not only supported 
Indigenous children in Gia Lai, but also raised awareness among educators and MOET about 
the need for more studies and programs to support Indigenous education. Thanks to the 
success of this 1998 project, from 2001 to 2004, the Department of Early Childhood 
Education in MOET promoted and applied the program How to implement the 26-week-
program for 5-year-old children who have never experienced preschool at the age of 3 and 4 
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for teaching Indigenous children (S. T. Pham et al., 2006). The program produced three 
outcomes: a guidance document for the implementation of the 26-week program, guidelines 
for training parents and encouraging them to be involved in teaching children Vietnamese, 
andlanguage development exercises for preschool children (S. T. Pham et al., 2006). 
However, guidance given in “The 5-year-old 26-week kindergarten program” concentrated 
originally on preparing Kinh children who had not experienced preschool before the age of 
five to go into Grade One. Thus, the provision was insufficient in its support of Indigenous 
children mastering a new language (Vietnamese) in a short timeframe.  This program was 
replaced by subsequent programs after 2006. 
From 2006 to 2010 the government prioritised national investment in the construction 
of kindergarten schools and classes in ethnic minority areas to ensure each commune would 
have an early childhood education establishment that met national standards for ECE 
infrastructure and equipment. The main purpose of this project was to expand the coverage of 
ECE to meet parents’ needs and to close the gap in academic achievement that had been 
documented between different regions. By the end of 2010, there were to be enough classes 
for all 5-year-old ethnic minority children to complete at least one year of preschool 
education before  entering primary school (The United Nations Educational Scientific and 
Cultural Organization, 2006).  
The national infrastructure that resulted from this initiative overlooked one of the 
most difficult areas in setting up an effective learning environment for Indigenous children: 
how to reduce the language barriers that prevent Indigenous children from communicating 
and learning at school (D. T. Le & Tran, 2013). Vietnamese Government policies supporting 
the learning of Vietnamese as an L2 and the challenges that Indigenous children face when 
learning an L2 will therefore be reviewed below. 
2.1.4 Government policies in Vietnam supporting learning Vietnamese as L2 in 
schools. In order to increase the rate of Indigenous and other vulnerable children’s attendance 
in preschools, the Vietnamese government has, since 2010 (VPM, 2010), mandated 
compulsory Early Childhood Care and Education (ECCE). This decision means that 
Indigenous children are provided with at least one year of preschool education before 
entering primary school at the age of six. Although this decision has resulted in higher 
preschool attendance among Indigenous children (Ministry of Education and Training 
Vietnam [MOET], 2015b), it has not improved Vietnamese language acquisition and the 
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language barriers that contribute to children dropping out of primary or secondary school 
(MOET, 2015a). This raises questions about how adequately the curriculum itself meets 
Indigenous children’s needs and supports them in learning Vietnamese at preschool. The 
experience of certain countries, such as Australia, America and Canada, indicates a need to 
consultat with local people in the setting up of learning environments to meet Indigenous 
learners’ requirements (Henry, Lingard, Rizvi, & Taylor, 2013; Whatman & Duncan, 2005). 
If local people have more input in new policy decisions, problems can be identified and 
addressed at the outset, and therefore avoided.  
 In 2010, Developmental Milestones for Five-Year-Olds was introduced as an 
instrument for educators to support children’s development before going to elementary 
school. However, some standards in this instrument are problematic because they assume 
competency in Vietnamese. For example, in the milestones of language development, all the 
indicators are for learners who use Vietnamese as a first language, and there are no specific 
orientational supports for L2 learners. Although since 2010 the policy Compulsory ECCE has 
been promulgated along with Developmental Milestones for Five-Year-Olds, the assumption 
that all children have Vietnamese as an L1 has given rise to issues. This is particularly 
significant for Indigenous children since cultural and linguistic diversity that exists among 
Vietnam’s children has not been accomodated. 
To deal with the disadvantage this assumption created, an initiative called Strengthening 
the Vietnamese language for Children in Preschool, Primary Schools in Indigenous Minority 
Areas, Period 2016-2020, and Orientation Until 2025 (VPM, 2016) was instigated by 
MOET.  This latest project promises to usher in a new period of learning Vietnamese as an 
L2 for Indigenous children (VPM, 2016). Along with this nationwide project, MOET drew up 
a general plan to address the low rate of Vietnamese literacy in remote mountainous areas 
(MOET, 2016). The plan refers to factors related to school, family, and society which affect 
learning Vietnamese as an L2.  
 This plan focussed on external factors such as propagating the importance of 
learning Vietnamese through mass media, helping parents to learn Vietnamese, and buying 
educational equipment. The only provision that attached importance to assisting teachers 
were some training documents for teaching Vietnamese, namely Guidance on strengthening 
Vietnamese language for preschool children in ethnic minority areas - For managers and 
preschool teachers (Hieu Thi Nguyen et al., 2017). These strategies failed to recognize both 
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the necessity of supporting preschool teachers in teaching an L2 and the intrinsic value of 
learners’ L1 as a legitimate language.  
 The guidance provided by these resources highlights differences in grammatical 
structure between certain Indigenous languages and the Vietnamese language as well as 
certain principles of second language teaching for young children. These include respect for 
learners and preparing teachers to work with children learning an L2 when the children are 
ready. However, there are many underlying assumptions in this resource that are problematic 
for supporting children with Indigenous first languages. Firstly, the document states that, 
"mispronunciation in Vietnamese (is) due to the influence of mother tongue pronunciation" 
(Hieu Thi Nguyen et al., 2017, p. 52), but this judgment is not supported by any experimental 
research and it frames the Indigenous language as the ‘problem’. This may influence 
teachers’ perceptions about the value of Indigenous languages and create tensions for 
children whose right it is to have their language and culture respected. Secondly, this resource 
offers suggestions to preschool teachers for teaching children who are at beginner level and 
who have limited Vietnamese language. It does not, however, provide sufficient support for 
educators to assist children in meeting the language requirementsof the 5-year-old Standard 
Assessment Framework set by the Ministry of Education and Training (2010). Futhermore, 
the resource has been developed on the basis of ideas gathered from practitioners with no 
Indigenous community consultation or empirical research to support its recommendations. It 
is therefore necessary to investigate L2 pedagogies in Vietnam through robust research before 
proposing any guidance. The research in this thesis addresses this need and contributes to the 
national dialogue about teaching an L2 to Indigenous children.  
2.1.5 The Challenges of L2 Literacy for Indigenous Children in Vietnam. There 
are some internal challenges which affect teaching and learning Vietnamese (the “target 
language”) as an L2 in Vietnam. This is particularly true in preschools in remote 
mountainous areas. These challenges arise from factors such as limited education resources, 
the differences between the learning environment at home and school, and the quality of 
teacher education.  
The faltering Vietnamese economy (Baulch, Truong, Haughton, & Haughton, 2007; 
World Bank, 2012) has meant that education resources such as learning facilities and 
teaching equipment are limited and have been especially scarce in remote mountainous areas 
(MOET, 2015a). This impacts teaching and learning processes at all levels and has significant 
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implications for the participated preschools in this study (MOET, 2015a; Young Lives, 
2006). 
In rural mountainous areas, learning Vietnamese language as an L2 after starting school  
is more common than learning Vietnamese from birth (Purcell, Lee, & Biffin, 2007). This is 
likely to be a consequence of the fact that many Indigenous adults do not speak Vietnamese 
(GSO, 2009b). At home, children and parents use their first language to communicate; 
therefore, there are differences between the linguistic environments at home and school. 
Consequently, the classroom is an important place for Indigenous children to acquire 
Vietnamese as their L2. In the context of Indigenous children learning Vietnamese language in 
Lai Chau province, where this study is undertaken, the pedagogies used by teachers in class 
form the subject of inquiry in the research.  
According to the National Report from MOET, children in Early Childhood 
Education (ECE), in mountainous areas of Vietnam still demonstrate lower rates of 
competence in using Vietnamese compared with the national standard for children at the age 
of five; one of the many reasons for this is the quality of teacher education (MOET, 2015b). 
In particular, the lack of a preservice teacher education curriculum designed specifically to 
prepare educators to teach local languages is considered a conributory factor to poor teaching 
quality  (MOET, 2015b, p. 55). After becoming qualified, new preschool teachers are left to 
work out for themselves how to teach an L2, and they often lack the support and training 
necessary to teach an L2 successfully, using the most appropriate pedagogies (MOET, 
2015b).  In some mountainous areas like Lai Chau, a training program which addresses 
learning the Vietnamese language as an L2 is organized annually by the Local Education and 
Traning Department. MOET has recognised, however,  that these efforts are not sufficient for 
assisting in-service teachers with teaching Indigenous children the Vietnamese language. 
This is possibly a result of low quality teacher education, since many teachers have been reported to have 
underdeveloped professional skills (MOET, 2015b). 
There is a need for the Vietnamese government to connect policy with empirical 
research to effectively support teachers to facilitate children’s learning of the Vietnamese 
language in preschools; this is especially true in communities where there is a large 
Indigenous population. The study reported in this thesis goes some way to addressing this by 
providing empirical data regarding the challenges and affordances of teaching  Indigenous 
children an L2 in preschools in Lai Chau province.  Researching the experiences of teachers 
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offers valuable insights and has implications for educational policy development, curriculum 
and instruction in Vietnamese teacher education and in-service professional learning 
programs. In the next section, some definitions and discussion of terminology used in 
learning and teaching L2 to young children will be presented.  
2.2 The key concepts in learning and teaching L2 for young children 
In order to discover how learners can acquire L2, this section will focus on explaining some 
key concepts in learning and teaching L2. It will distinguish some standard terms in the L2 
field (section 2.2.1) and then move to discuss how young children can learn an L2 (section 
2.2.2). 
2.2.1 L2 Acquisition and Language Pedagogy. 
2.2.1.1 Bilingualism and multilingualism. Bilingualism or multilingualism refers to 
the use of two or more languages  (Espinosa, 2015a; Jessner, 2008; Tucker, 1999; Tupas & 
Lorente, 2014). In the context of bilingual education, the acquisition of more than one 
language falls into two main categories: simultaneous acquisition and sequential acquisition 
(Purcell et al., 2007) or, respectively, bilingual first language acquisition (BFLA) (Hummel, 
2014; Pearson, 2008) and second language acquisition (SLA) (Pearson, 2008) (see Table 
2-2). Simultaneous acquisition (or BFLA) describes the process of learning different 
languages simultaneously from birth.  In contrast, sequential acquisition (or SLA) occurs 
when a child learns a second language after having learnt  to speak their mother tongue. 
Furthermore, Pearson (2008)  proposed two types of bilinguals, namely early bilinguals and 
late bilinguals (see Table 2-2). She indicated that early bilinguals become better native 
speakers of the target language than late bilinguals (Pearson, 2008). In contrast to 
simultaneous bilinguals, sequential bilinguals may need more support to achieve similar 
language skills to their monolingual counterparts (Callan, 2008).  
 In the context of this study, almost all Indigenous children learn Vietnamese after 
they learn to speak their first language, and therefore engage in sequential acquisition. 
However, the study investigates preschool children aged 2-5 years who would be classified as 
early bilingual learners.  
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Table 2-2  
 
Terms for bilingual individuals according to timing and skill type 
 TIMING OF SECOND 
LANGUAGE (L2) 
SKILL RELATED TERMS 
Early bilinguals From birth, 
simultaneous to L1 
learned at home 
Native speakers in 






After age 2 or 3, 
following the 
establishment of L1, 
learned at home; 
Around age 5, learned 
in school 
Native speakers in 
L1 and L2 
Childhood bilinguals 
Sequential 
Early SLA (second 
language acquisition) 
Late Bilinguals  After puberty, 
(usually) learned in 
school 
Native in L1; non-




Note: Adapted from Raising a bilingual child, (Pearson, 2008, p. 88) 
    
2.2.1.2 Principles of language learning instruction. Instruction can be non-
interventionist “meaning-focused instruction” which “aims to create the conditions for 
acquisition to acquire naturally” (R. Ellis & Shintani, 2014, p. 16)  
or interventionist, which “involves the direct teaching of specific linguistic forms - typically 
by means of explicit instruction combined with some form of input-based or production-
based practice” (R. Ellis & Shintani, 2014, p. 16). R. Ellis and Shintani (2014) suggest that 
there are 11 principles of language learning instruction that teachers need to consider when 
teaching an L2:  
(1) to ensure that learners develop both a rich repertoire of formulaic expressions and a 
rule-based competence 
(2) to ensure that learners focus on meaning 
(3) to ensure that learners focus on form/grammar 
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(4) to be predominantly directed at developing implicit knowledge of the L2 while not 
neglecting explicit knowledge 
(5) to account for the order and sequence of acquisition 
(6) to extend L2 input 
(7) to extend opportunities for output 
(8) to interact in the L2 to develop L2 proficiency 
(9) to account for individual differences in learners 
(10) to account for subjective aspects of learning a new language 
(11) to examine free as well as controlled production (R. Ellis & Shintani, 2014) 
 
In the context of teaching an L2 in ECE, young children are expected to learn implicit 
grammar in speech rather than learning grammar explicitly (DeKeyser, 2018). Thus, the third 
principle that focusses on teaching grammar explicitly will be excluded because it is not 
suitable for children under 6 years old. The remaining 10 principles are therefore used to 
analyze pedagogies that teachers adopted in their classes in Lai Chau province. The results 
from this analysis allowed me to answer the research questions about the methods/strategies 
that Lai Chau preschool teachers use as well as the practical effectiveness of the pedagogies 
in teaching an L2 to Indigenous children.  
 
2.2.1.3 Phases of development in learning a second language. L2 is acquired in 
phases, and this explains why it takes time for learners to acquire a new language and why 
teachers require patience when supporting learners to acquire the target language (Krashen & 
Terrell, 1983). These phases of development explain why Indigenous children who have a 
chance to learn Vietnamese before starting primary school will be better prepared and more 
likely to attain higher academic performance in the future. For the purposes of this research, 
learner characteristics at each level of learning the L2 (depicted in the Figure 2-1) will be 
used in combination with the above 10 principles of teaching an L2 for data analysis.   
 
The following model based on the teaching approach called the Natural Approach to 
learning a  second language (Krashen & Terrell, 1995) has been introduced as phases of 
learning second language (Krashen & Terrell, 1995). It is important to note that this model is 
flexible and dependent on learner competencies; the stages are flexible, not fixed and discrete 
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(Krashen & Terrell, 1995). The features of each stage are linked with the time spent learning 





Figure 2-1. Phases of learning second language. Based on phases of learning second language (Krashen & Terrell, 1995). Some common 
phenomena in learning L2 In learning an L2, cross-linguistic influences or language transfer (Doughty & Long, 2008; Hummel, 2014; Jarvis & 
Pavlenko, 2008) and code-switching (Aronoff & Rees-Miller, 2017; Skiba, 1997) are common phenomena. The cross-linguistic influence 
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concept describes “the ubiquitous phenomenon of transfer or interference that occurs when 
aspects of the L1 are used in the L2, whether in the form of pronunciation, vocabulary or 
grammar” (Hummel, 2014, p. 21). Romaine (1989, p. 110) defined code-switching as “the 
use of more than one language, variety, or style by a speaker within an utterance or discourse, 
or between different interlocutors or situations” (p. 110).  
 Furthermore, as non-native speakers, learners will commit some errors while learning 
the L2. Learners tend towards applying a rule or structure they already know in new contexts 
which is not always appropriate. This type of error is known as ‘overgeneralization’ 
(Hummel, 2014). It leads to the term ‘interlanguage’, in which L2 learners cannot reach 
proficiency as native speakers (Bialystok & Sharwood-Smith, 1985; Selinker, 1972). 
Interlanguage is a type of language or linguistic system that has been developed by a learner 
of a second language; it preserves some features of their first language, and leads to the 
overgeneralization of some L2 writing and speaking rules (Selinker, 1972). The concept of 
interlanguage is linked to two terms: ‘stabilization’ and ‘fossilization’. They are common 
phenomena which refer to errors when learners connect their first language with the process 
of learning a second language (Long, 2003; Selinker, 1972). According to Selinker (1972), 
stabilization is the first sign of fossilization and the difference between two terms is 
permanence. While stabilization is defined as temporary learning-cessation, fossilization is 
permanent learning-cessation (E. Lee, 2009). However, learner errors during the learning of 
an L2 are viewed as positive evidence of L2 learning (Kramsch & Whiteside, 2007). 
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2.2.1.5 Context for learning L2 in preschools: learning through an integrated 
approach. In the context of ECE, children acquire new knowledge through play and an 
integrated curriculum approach rather than separate school subjects. This enables children’s 
learning to occur across multiple developmental domains including the social, physical, 
intellectual, emotional and creative domains as well as providing children with the chance to 
“engage in a variety of activities which explore the same concepts in a variety of meaningful 
and engaging ways” (Marbina, Church, & Tayler, 2011, p. 13). In addition, the principle of 
integrated teaching and learning highlights the importance of a balanced curriculum (Marbina 
et al., 2011) as well as the balance of child-directed learning experiences, guided play 
opportunities and adult-led learning (Fraser & Gestwicki, 2002). In this study, the term 
“integrated approach” is used at two levels: the first, describes the interaction between 
different learning activities, and the second, the embodiment of a balanced curriculum.   
2.2.2 New Language Acquisition in Young Children in Previous Research. 
Learning a second language is a complex neural process (Klein, Mok, Chen, & Watkins, 
2014; Mårtensson et al., 2012; Wei et al., 2015). The age at which children learn an L2 and 
its effect is debated in many studies. This debate is centered on the question of whether there 
is a ’critical period’ for learning a new language. This theory has been articulated as the 
critical period hypothesis (CPH) (Penfield, 2015), and presupposes a period of restriction in 
the development of certain skills. This theory is supported by studies which indicate that 
younger learners have an advantage in acquiring pronunciation/accent (Aoyama, Guion, 
Flege, & Yamada, 2008; Moyer, 2004). Conversely, at least one study showed that more 
advanced cognitive development allows older learners to take advantage of an L2 in the 
classroom and informal foreign language situations (Muñoz, 2006). These findings indicate 
that second language learning is possible at any age (Krista Byers-Heinlein & Casey Lew-
Williams, 2013), and age is not the only factor affecting the process of learning a new 
language (Marinova-Todd, Marshall, & Snow, 2000; Pinter, 2011). However, children's 
ability to pronounce a second language with the correct accent decreases with age (Birdsong, 
2006; Nikolov & Djigunović, 2006; Singleton, 2001). Those learning a second language early 
in life are more likely to sound like native speakers than are those who learn the same 
language later in life (Kuhl, 2004; Kuhl et al., 2006). They also are more conscious of spoken 
and written language structure and better at noticing errors of grammar and meaning;a skill 
that benefits their reading ability (Bialystok, 1997, 2006). Successful second language 
learning depends on a combination of social, psychological and pedagogical factors, 
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including the time and intensity of exposure to the second language (Nikolov & Curtain, 
2000), the teacher’s second language competence (Bowers & Vasilyeva, 2011; Marinova-
Todd et al., 2000) and the classroom activities children engage in (Rixon, 2013). The amount 
and intensity of time that preschool children experience the L2 has been found in some 
research to influence their L2 development (Unsworth, Persson, Prins, & De Bot, 2014; 
Weitz, Pahl, Flyman Mattsson, Buyl, & Kalbe, 2010). Both the quality and quantity of L2 
input that 3 to 6-year-old children received in class had a significant effect on their 
comprehension of L2 lexis and grammar (Weitz et al., 2010). In addition, less than 60 
minutes of instructional time per week had a negligible impact on young learners’ vocabulary 
acquisition (Unsworth et al., 2014). Therefore, the amount of time spent on learning 
vocabulary is crucial to gaining competence in an L2.  
In the context of ECE, there is evidence in existing research that play has a significant 
effect on learning an L2. Particular types of play are known to be especially helpful for L2 
acquisition. For example, in a study of 49 at-risk children aged four to five from 18 Head 
Start programs in the USA, findings confirmed that guided play is a possible means for 
children to learn a second language (Han, Moore, Vukelich, & Buell, 2010). Free play or 
non-academic activities were also considered to be effective for preschool children learning 
an L2. In US research involving eight case studies based on 285 preschool observations made 
in three classrooms, both quantitative and qualitative data was collected and analysed, and it 
was concluded that free-play may be helpful in assisting children to learn an L2 (Markova, 
2017). Another qualitative study of 17 four to five-year-old children in the US using 
observations of free playtime confirmed that through free play interaction with native 
speaking peers, L2 learners used the target language more in order to communicate; this 
enabled them to learn the target language. Extended periods of free play may therefore 
support L2 learners to develop their language skills in complex forms (Piker, 2013). 
Another point raised in the context of preschool children learning an L2 is anxiety 
about possible loss of the mother tongue (Magga, Nicolaisen, Trask, Dunbar, & Skutnabb-
Kangas, 2005). However, a recent study of 45 German kindergarten children (Bergström, 
Klatte, Steinbrink, & Lachmann, 2016) demonstrated that learning an L2 does not necessarily 
affect L1 development. This empirical study explored the influence of an immersion program 
(with L1 instruction) on the process of acquiring first and second languages (Bergström et al., 
2016). This study found that the immersion program did not detrimentally affect L1 
development. Although L2 acquisition was promoted in both immersion programs and 
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conventional L2 courses that offer regular specified L2 lesson time, the immersion program 
was seen to be more effective in supporting the acquisition of new vocabulary than the 
conventional course. It was concluded that “early L2 contact could enhance later L2 learning 
at school, not only for receptive skills but (in the long run) for production as well” 
(Bergström et al., 2016, p. 413). These outcomes provide evidence that supports the teaching 
of an  L2 from preschool. In the context of education in mountainous areas in Vietnam, many 
parents cannot help their children learn the L2 at home (AAV, 2016b; MOET, 2015a), and so  
schools and teachers play a vital role in supporting early learners in L2 acquisition. 
The importance of balancing L1 and L2 development is recognized globally and 
endorsed by bilingual education curricula in many different countries, such as Australia 
(Nicholls, 2005), New Zealand (Duhn, 2012; May, 2005), Canada (Heller, 2002), and the 
USA (Ovando, 2003). These programs are linked with the Mother Tongue-Based Bilingual or 
Multilingual Education (MTBE) initiative, which has been supported by UNESCO since 
1953 (Ball, 2011; UNESCO, 1953). In New Zealand, for example, the Kohanga Reo project 
afforded opportunities for sequential language acquisition among young Maori children to 
learn both Te Reo Maori and English via immersion in Language Nests (Mita, 2007).  MTBE  
has been applied in both developed and certain developing countries, such as The Philippines 
(Mahboob & Cruz, 2013; Walter & Dekker, 2011), Cambodia and Thailand (Kosonen, 2013) 
and Timor-Leste (Caet & Taylor-Leech, 2012; Caffery, Coronado, & Hodge, 2016; Caffery, 
Coronado, Hodge, & Taylor-Leech, 2014). However, some of the challenges of conducting 
MTBE in both developed and developing countries link to economic status and labour 
resources (Wa-Mbaleka, 2015). For example, in Botswana, Indigenous children learn the L2 
without L1 instruction and, in such situations, it is not easy for them to acquire the new 
language (Ketsitlile, 2012). The San Indigenous people in Botswana continue to face 
language discrimination in education. In the schools, English is the official language, and 
Setswana is the national language. However, neither language is the San’s mother tongue. 
Hence, for San children, Setswana and English are second and third languages (L3). The 
results from different studies confirm that San children faced many barriers to learning the 
dominant languages (Ketsitlile, 2012). The challenges arose from linguistic differences, 
limited teacher knowledge and the pedagogies adopted in teaching the L2 and L3 to young 
San learners. Although in classrooms, code-switching or alternation in using languages 
occurs when speakers use more than one language (Auer, 2002), teachers did not allow 
children to code-switch (Prophet & Rowell, 1990, as cited by Ketsitlile, 2012). Similarly to 
the developing countries mentioned above, implementing MTBE in Vietnam has been 
42 
 
complicated by a lack of teacher resources. Although MTBE has positive outcomes, it cannot 
be considered the only way to support children in learning a new language at school. The 
practice of MTBE calls for researchers and educators to explore different ways of supporting 
Indigenous children in acquiring and learning a new language at school. 
Based on the findings from the above studies, it is apparent that learning an L2 from 
early childhood may impact children’s academic performance in primary schools where their 
first language is not the official language. Secondary and tertiary education conducted in the 
dominant culture and language will further impact performance. Although school and family 
environments are vital in supporting bilingual children (Bergström et al., 2016; Cha & 
Goldenberg, 2015; Espinosa, 2015a; Rodríguez, 2015), schools are pivotal to assisting 
Indigenous learners acquire a second language, in enabling children to learn an L2 (Berlin, 
2000).  The role of play, the type of L2 provision, and the teaching and learning program 
form important aspects of learning L2 at schools . These findings have urged the researcher to 
examine the practice of teaching and learning an L2 for Indigenous preschool children in a 
moutainous area of Vietnam.  
In addition, although Vietnamese is taught as a second language to Indigenous 
children in Vietnam and as a foreign language in other countries, learning and teaching the 
language as an L2 remains an under-researched area. A limited number of theoretical and 
empirical studies on teaching Vietnamese as an L2 have been published internationally. A 
number of existing studies report on the difficulties of teaching and learning Vietnamese for 
adult English speaking beginners. These include stress and tone, sound, grammar, vocabulary 
(Ho, 2010; B. N. Ngo & Tran, 2001), the use of  pronouns (Farris, 2012), factors that 
influence the production of Vietnamese tones (Hanh Thi Nguyen & Macken, 2008) and 
mistakes in the choice of  Vietnamese word types (T. N. Nguyen, 2004). There is not 
currently a study or linguistic theory that focusses on assisting young children to learn 
Vietnamese as a second language. Although my study does not focus directly on linguistic 
problems or phonology in teaching and learning Vietnamese, it will help fill the gap in the 
research on teaching and learning Vietnamese as a second language for young Indigenous 
children.  
2.3 Teachers’ beliefs, Expectations and Roles, and their Influence in Teaching L2 
2.3.1 Definition of teachers’ beliefs and expectations.Teachers’ beliefs about 
teaching and learning, learners, curriculum, and professional development all affect their 
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teaching practice. These beliefs intertwine with each other (Breen, Hird, Milton, Oliver, & 
Thwaite, 2001). There is empirical evidence to show that beliefs guide thought and action 
(M. Borg, 2001; Pajares, 1992). M. Borg, for example, determined that: 
a belief is a proposition which may be consciously or unconsciously held, is 
evaluative in that it is accepted as true by the individual, and therefore imbued with 
emotive commitment; further, it serves as a guide to thought and behavior (M. Borg, 
2001, p. 186).  
 Beliefs can be understood as static traits that remain constant in all situations (Lee, 
2008; Nishino, 2008; Pajares, 1992), or dynamic and based on an interactionist perspective 
(McCall, 2013). For example, beliefs may change as a result of a teacher’s interaction with 
students (Li, 2013; Skott, 2001). For the purpose of this study, the term teachers’ beliefs 
reflects ideas or views held by the participants about the process of teaching and learning a 
second language. I adopt the interactionist perspective (McCall, 2013) which, in the context 
of my study recognises the influence of pre-service and in-service teacher education, and the 
practice of teaching itself, on teachers’ beliefs about learning and teaching an L2.  
  In teaching an L2, teachers’ beliefs influence their pedagogy and practice.  Breen 
proposed the concept of pedagogic principles that are “shaped and generated by these more 
abstract and underlying beliefs serve to mediate between them and the teachers’ on-going 
decision-making and actions with a particular class of learners in a particular teaching 
situation” (Breen et al., 2001, p. 472). The figure below illustrates the interaction between 
teacher beliefs and classroom culture. On the one hand, teachers’ decisionss and actions are 
affected by their beliefs, and on the other, situational demands, the classroom culture and 
learners’ feedback shape teachers’ actions, and this dynamic relationship influences teachers’ 
day to day practice (Breen et al., 2001). This reflexive perspective will be used in the analysis 




Figure 2-2. Teacher conceptualizations and classroom practices. From “Making sense of 
language teaching: Teachers' principles and classroom practices” by M. Breen,  
B. Hird, M. Milton, R. Oliver, and A. Thwaite, 2001. Applied linguistics, 22(4), p. 473. 
Copyright 2001 by Oxford University Press.  
 
2.3.2 Teachers’ beliefs and Theories of Action. In order to explore the relationship 
between teachers’ beliefs and their practice, theories of action (Argyris & Schon, 1974) will 
be used. This provides a basis for explaining the relationship between beliefs and practices in 
the process of learning and teaching (Argyris, 1997). Theories of action assume that humans 
plan their future actions based on what they learn from real-life situations that are 
“constituted by the meanings and intentions of agents” (Argyris, Putnam, & Smith, 1985, p. 
80). Theories of action combine two types of theory: espoused theories and theories-in-use. 
While espoused theories are stated beliefs, theories-in-use are concerned with practice as 
Argyris explained that “Espoused theory and theory-in-use may be consistent or inconsistent, 
and the agent may or may not be aware of any inconsistency” (Argyris et al., 1985, p. 82).  
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Related to this is the notion of conscious and unconscious competence ("Four stages of 
competence," 2019. In Wikipedia. Retrieved January 12, 2020, from 
https://en.wikipedia.org/wiki/Four_stages_of_competence), which suggests that, in practice, a 
person may believe that they are competent whilst in reality they are not. The reverse may 
also apply: an individual may believe that they are less competent than they actually are. This 
phenomenon has been explained by Burch’s conscious competence learning theory (1970) 
(See Figure 2-3).  
 
Figure 2-3. The conscious competence model. From “Focuspocusnow” by S. McCulley 2015 
(https://focuspocusnow.com/the-cycle-of-competence-based-almost-entirely-on-the-four-
stages-of-competence/). Copyright 2015 by S. McCulley.  
 
The “Four stages of competence” will be used to elucidate data from teacher surveys and 
interviews for comparison with classroom observations in order to answer the research 
questions.  
2.3.2.1 Teachers’ expectations. This study investigates teachers’ beliefs about 
teaching an L2 and the advantages and disadvantages they perceive in teaching Vietnamese 
to Indigenous preschool children. In practice, teachers’ expectations of Indigenous children 
who are learning the L2 reflect their beliefs and may influence day to day pedagogical 
approaches. Thus, the term teachers’ expectations will be discussed in further depth.  
While socioeconomic status is considered to be the main influence in academic 
achievement among ethnic groups (Strand, 2014), it is not the only contributor. Teachers’ 
expectations stem from ideas that teachers hold about their students (Rubie-Davies, 2015), 
and tend to become self-fulfilling prophecies (Gershenson, Holt, & Papageorge, 2016, p. 
200); this impacts teacher instruction in class. In relation to students’ learning, teachers’ 
expectations are defined by teachers’ perspectives on students’ academic competencies as 
well as their learning achievements (Peterson, Rubie-Davies, Osborne, & Sibley, 2016). It 
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has been established that teacher expectations are an important influence on children’s 
learning (Brophy, 1998; Peterson et al., 2016; Strand, 2013; Weinstein, 2002). Teacher 
expectations in the school/classroom context are not only influenced by personal student 
characteristics such as gender, ethnicity, diagnostic labels, and stereotypes (Rubie‐Davies, 
Hattie, & Hamilton, 2006), but are also affected by other factors that impact the learning 
environment. These include teachers’ level of classroom experience (Carter, Sabers, Cushing, 
Pinnegar, & Berliner, 1987) and the influence of  the hidden curriculum (Chamberlain, 2005). 
The hidden curriculum describes teachers’implicit expectations regarding learners’ gender 
and ability. This is not consciously communicated through the resources chosen and the types 
of language  teachers use. The hidden curriculum leads to a cultural mismatch or difference 
between teacher and learner perspectives (Chamberlain, 2005), and sometimes results in 
deficit thinking amongst educators (Betsinger, Garcia, & Guerra, 2000).  This can lead 
teachers to blame students and their parents for educational failure rather than finding 
shortcomings in their own pedagogies or the education system (Valencia, 2012). These 
teachers’ negative views are expressed in the hidden curriculum via the language they use in 
communicating with children. 
Since the 1970s, the influence of teachers’ expectations has been the subject of a 
considerable amount of research.  Brophy and Good (1970), for example,  identified  types of 
communication between teachers and students and the manner in which these influence 
teachers’ expectations of students. Different factors influence teachers’ expectations, such as 
students’ prior achievement and students’ ethnicity (Peterson et al., 2016). In these instances, 
teachers may not take responsibility for their students’ learning, and set low-level tasks for 
learners (Rubie-Davies, 2014) reflecting expectations of low achievement.   
 Teachers may have different expectations of different students due to stereotypes 
and prejudiced attitudes they hold about a student’s ethnicity (Jussim, Eccles, & Madon, 
1996; Peterson et al., 2016).This can occur on an explicit and implicit level. Implicit 
stereotypes and implicit prejudiced attitudes are typically unconscious. Although a teacher 
might reject explicit stereotypes about ethnic achievement, they may practise implicit 
discrimination by encouraging some children to take home school work instead of all 
children (Huss-Keeler, 1997), or by encouraging students from the ethnic majority to 
participate in gifted programs, and minority children to participate in support programs 
(Tenenbaum & Ruck, 2007). Implicit stereotypes may unconsciously affect teachers’ 
behaviors (De Houwer, Teige-Mocigemba, Spruyt, & Moors, 2009; Wilson, Lindsey, & 
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Schooler, 2000; as cited by Peterson et al., 2016). Research in Australia (Riley & Pidgeon, 
2019) and Taiwan (Chou, 2005) on teacher expections of Indigenous children has pointed out 
that low teacher expectations have negative effects on Indigenous children’s academic 
achievement. Conversely, a Malaysian study showed that high teacher expectations and  
respect for diverse cultures has a positive influence on Indigenous children’s learning (Wahab 
& Mustapha, 2013).  
2.3.2.2 Parents- teachers relationship and interaction with teachers’ expectations. 
Educational researchers have long been interested in the effect that parental involvement has 
on a student’s academic achievement (Boonk, Gijselaers, Ritzen, & Brand-Gruwel, 2018; Fan 
& Chen, 2001; Graves Jr & Brown Wright, 2011; Kuperminc, Darnell, & Alvarez-Jimenez, 
2008). Parental support or parental involvement in the form of volunteering in schools, 
participating in school activities, attending teacher-parent conferences or meetings as well as 
supporting children and keeping abreast of children’s educational experiences at home 
(Kuperminc et al., 2008) are factors that are all known to affect teachers’ expectations of 
children’s learning.  In the context of early childhood education, the majority of studies report 
positive associations between parental involvement and children’s academic achievement 
(Boonk et al., 2018). 
 Existing models of parental involvement generally take factors such as 
communication with the school, volunteering, being involved in children’s learning and 
participating in school decision making forums into account (Epstein et al., 2009). These 
models fail however, to address the relationship between parents’ cultural backgrounds and  
teachers’ expectations of children. Some studies have investigated this relationship 
(Chamberlain, 2005; Hauser-Cram, Sirin, & Stipek, 2003), and found that cultural mismatch 
is the main reason for gaps between families and schools. Cultural mismatch occurs when 
teachers’ beliefs and expectations are linked to their own socio-cultural backgrounds which 
do not match parents’ culture or expectations regarding communicative interaction 
(Chamberlain, 2005).  
 Furthermore, the traditional views on positive associations between parental 
involvement and student academic achievement discussed above may give rise to erroneous 
perspectives when evaluating minority parents (Y. Kim, 2009) because minority parents may 
be perceived to be less involved with children’s learning at school (Geenen, Powers, & 
Lopez-Vasquez, 2001; Hughes, Gleason, & Zhang, 2005; Kohl, Lengua & McMahon, 2000; 
as cited by Y. Kim, 2009).  Such a perspective may lead to the misconception that an absence 
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of parental participation in the school equates to a lack of interest in their children’s 
education and is the main reason for the underachievement of minority children. (Y. Kim, 
2009). Consequently, this view may affect teachers’ beliefs as well as their expectations of 
children’s achievement. Children who experience low teacher expectations tend to 
underperform at school (Hesteer, Bosker, & Van, 2010). 
2.3.2.3 How do teachers’ beliefs influence the teaching of L2? As previously noted, 
teachers beliefs are considered to be the main factor predicting teaching behavior (Burden & 
Williams, 1997; Pajares, 1992). This section focusses on the relationship between beliefs and 
classroom practice in teaching a second language to young children. 
 Teachers’ beliefs and their influence in teaching a second language have been 
explored in various research projects (Abbas Pourhosein Gilakjani & Sabouri, 2017; Peacock, 
2001; Xu, 2012). One long term qualitative study collected data from observations of a group 
of 14 to 24 children as they progressed from a 4-year-old to a 5-year-old program in the USA. 
This study confirmed that teachers’ beliefs have a fundamental influence on the way that they 
provide L2 literacy experiences for children from diverse language backgrounds (Moon & 
Reifel, 2008). 
 The way in which teachers’ beliefs in teaching an L2 are shaped is a question that has 
been raised in different bodies of research. Firstly, teachers’ beliefs in teaching an L2 are 
built by a dynamic interaction with their practice. A Singaporean study (Lim & Torr, 2008) 
of preschool teachers from different ethnic backgrounds demonstrated that practitioners’ 
beliefs and experience in the classroom lead them to make pedagogical decisions that aligned 
with children’s interests and abilities. The study revealed that teachers who had a strong 
sense of self-efficacy were confident in choosing approaches to teaching an L2.  
 In cases where pre-service education did not contribute to their knowledge, teachers’ 
beliefs around the teaching of an L2 are shaped by their teaching experiences(Hawanti, 
2014). A qualitative study conducted in primary schools in Indonesia found that participants 
who lacked any existing knowledge about teaching an L2, depended upon textbooks to teach 
an L2. The study called for changes in both pre-service and in-service education for 
Indonesian primary school teachers to facilitate the successful teaching of English to primary 
school children. This study highlights the connection between teachers’ beliefs and their 
practice, and confirms that both pre-service and in-service teacher education plays an 
important role in shaping teachers’ beliefs and student outcomes.  
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 Pre-service teachers’ beliefs and preconceptions about teaching an L2 form an 
important influence in L2 provision for young learners. An action research project undertaken 
with preservice teachers at the University of Melbourne, Australia (Courcy, 2007) concluded 
that preservice teachers  “were amenable to new ideas (about teaching L2) but tended to 
construct and label learners in passive and deficit ways” (p. 198).  The researchers theorised 
that preservice teachers’ narrow perceptions may lead them to hold negative opinions of L2 
learners (Courcy, 2007). This study provoked questions about the relationship between 
preservice teachers’ beliefs and their future practices when interacting with L2 learners. This 
further informs my research in its examination of the connection between teachers’ beliefs 
and their L2 teaching practices in Lai Chau, Vietnam.  
 The gap between teachers’ beliefs and their practices in teaching an L2 have been 
investigated by many researchers  (Basturkmen, Loewen, & Ellis, 2004; Lee, 2008; Li, 2013; 
Phipps & Borg, 2009). One case study that was conducted in a private language school in 
New Zealand investigated the relationship between three  teachers’ beliefs about learning 
English as a second language and their pedagogical practices; it showed the tenuity in the 
relationship between teachers’ beliefs and teachers’ practices (Basturkmen et al., 2004). 
Another Turkish case study of three teachers teaching English as an L2 that was based on 
classroom observations and follow up interviews explored the beliefs underpinning the 
practice of teaching grammar, and confirmed slight differences between teachers’ beliefs and 
their practices in teaching English grammar (Phipps & Borg, 2009). Although the relationship 
between beliefs and practices is complex and is not always aligned (Li, 2013), it is not easy to 
determine the tensions that exist between beliefs and practice (Phipps & Borg, 2009).  
 The relationship between teachers’ beliefs and practices remains questionable. 
Some possible explanations have been made for the mismatch between beliefs and practice; , 
they include the influence of teaching experience (Gatbonton, 2008; Tsui, 2003), classroom 
and school conditions, and school culture (Gorsuch, 2000; Sato & Kleinsasser, 2004). It has 
been suggested that school culture influences teachers’ practice and can lead to a mismatch 
between educators’ own beliefs and their actual practice. This finding came from a study 
conducted in a Japanese high school which sought to  explore the relationship between 
teachers’ beliefs, practices and interactions in teaching English as a foreign language (Sato & 
Kleinsasser, 2004). The study revealed that school culture guided both what teachers taught 
and how they taught.  
 By and large, although empirical research on the relationship between teachers’ 
beliefs and practices in L2 teaching has flourished since the 1990s, the majority of studies 
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have been conducted in the area of teaching English as a second language. There remains a 
lack of parallel research in other languages, especially in the sphere of early childhood 
education. Further research with practitioners is needed to investigate the relationship 
between teachers’ beliefs and their practices with children from different cultural, linguistic 
and socioeconomic backgrounds (Moon & Reifel, 2008). The study presented in this thesis 
examines the relationship between preschool teachers’ beliefs and their practices in the 
context of teaching an L2 to Indigenous children in Lai Chau, Vietnam. By determining 
teachers’ educational backgrounds and observing their classroom practice, this study 
addresses the gap by examining the beliefs and practices of educators in a Vietnamese 
Indigenous context. The study explores the complexity of this relationship in the context of 
teaching Vietnamese as a second language to young children, and brings an understanding of 
the teaching of a second language in an international context, to L2 language teachers and to 
teaching pedagogies.  
2.3.3 Teachers’ role and Their Pedagogies in Facilitating L2 Acquisition for 
Young Children.Although there are many sources of input into the L2 learning process 
including learning materials and the learners themselves, teachers are a primary influence in 
assisting learners in their acquisition of an L2 in classrooms (Breen et al., 2001; Carless, 
2006; Courcy, 2007; Lundberg, 2007; Rod, 2012) and, as discussed above, their beliefs affect 
their pedagogies and vice versa (Le, 2011; Tsai, 2002). Some research confimed that teaching 
methods are influenced by classroom culture and learners’ needs and strengths (Levin & 
Wadmany, 2006; Supovitz & Turner, 2000). The following section will examine teachers’ 
pedagogies and the teacher’s role in practice.  
 In practice, teachers play an essential role in creating a learning environment which 
links with a child’s home culture therebyminimising barriers between family, school, and 
community  (Preston, Cottrell, Pelletier, & Pearce, 2012; Taylor, Bernhard, Garg, & 
Cummins, 2008). In a qualitative case study in a school in Toronto, Canada, the L2 learning 
processes of 27 immigrant children aged 4-5 years and their learning environment were 
observed over six months. Data analysis included videorecordings of  parent-teacher 
meetings, classroom observations  with a focus on the linguistic scaffolding used by adults, 
samples of student electronic books andinterviews with children, parents and teachers. The 
outcome of this study suggested that teachers who formed good relationships with parents 
and other family members were more effective in assisting children’s multiliteracies and 
avoiding L1 attrition.   
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Teachers and their pedagogies play an important role in creating motivation in the 
classroom (S. Borg, 2003; Lundberg, 2007). One action research project that was undertaken 
at Umeå University, Sweden, showed that instead of adopting traditional teaching methods 
such as teaching new vocabulary in isolated word lists, 160 teachers in an in-service 
education program were supported in using new techniques such as songs, visual aids and 
hands-on activities. These methods promoted young L2 learners’ performance and their 
passion for learning English as an L2 (Lundberg, 2007). This study asserted that it was not 
easy to bring about a change in methodology within a school culture and also confirmed the 
significance of the teacher’s role in using their pedagogies to suit the learner’s needs, 
abilities, strengths and competencies.  
Teaching an L2 should be learner-centered, task-based (Scarcella & Oxford, 1992), 
and flexible (Brown, 1993; Oxford, 1993; as cited by Berlin, 2000). Teachers who identify 
individual learner needs are also highly effective in teaching an L2 (Berlin, 2000). In the 
context of teaching an L2 to early childhood children, this section will highlight a series of 
pedagogical approaches derived from L2 studies that have explored: use of the L1 as a 
language of instruction,  the learning of an L2 through play, storytelling and music, the use of 
technological tools and the combining of bottom-up and top-down approaches.  
  In general, L2 pedagogies for young learners focus on expanding vocabulary 
(Jalongo & Sobolak, 2011). Many studies recommend L1 as the language of instruction in 
classrooms (Chlapana & Tafa, 2014; Cummins, 2005; Laguarda & Woodward, 2013; 
Madriñan, 2014). An experimental research project named PAVEd (Phonological Awareness 
and Vocabulary Enhancement) for Success, outlined the following methods in teaching an L2 
to young learners: students holding individual conversations with  teachers, children leading 
conversational topics and teachers following the child’s lead, teachers helping children to 
explore word meaning and vocabulary, and teachers  explaining word meaning before 
reading a book to children  (Schwanenflugel, Hamilton, Bradley, Ruston, Neuharth-Pritchett, 
and Restrepo, 2005).     
 
 Children can acquire an L2 through play activities in classrooms (Ervin-Tripp, 
1991; Mourão, 2014), and the teaching of an L2 through play is recommended (Hedges, 
2000). This is based on the theory that children learn through play (Piaget & Inhelder, 1969; 
Roussou, 2004; P. Smith & Pellegrini, 2008; Vygotsky, 1978a; Whitebread, Coltman, 
Jameson, & Lander, 2009). An interactive play environment between L2 learners and L1 
speakers in a classroom can be effective in supporting children to acquire L2  in preschools. 
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In one action research project in Milan, Italy, children from diverse language backgrounds in 
mixed-ageclassrooms of 3 to 5-year-olds were supported in learning the target language 
(English) from each other through playing with dinosaurs and blocks. It was observed that in 
just a few weeks, children had learned the L2 naturally through play and had developed their 
social and communication skills (Pate, 2009).  
A number of other pedagogical approaches in the early years that have proven to be 
effective in supporting L2 acquisition include storytelling (Chlapana & Tafa, 2014; Collins, 
2010), digital storytelling (Pappamihiel & Knight, 2016), songs (Castro Huertas & Navarro 
Parra, 2014; Coyle & Gracia, 2014) and technological tools such as video games (AlShaiji, 
2015; DeHaan, Reed, & Kuwanda, 2010; Nemeth & Simon, 2013). These approaches will 
now be discussed in more detail. 
The idea of using the L1 in supporting the learning and teaching of an L2 has been 
supported by many studies (Biemiller & Boote, 2006; Chlapana & Tafa, 2014; Madriñan, 
2014). This practice is well suited to storytelling or storybook reading in preschools as a 
pedagogical strategy for teaching an L2 (Chlapana & Tafa, 2014; Collins, 2010). Storybooks 
have been shown to be beneficial to children’s L2 learning processes (Soderman, Clevenger, 
& Kent, 2013), and multilingual storytelling in kindergarten classrooms has been shown to 
benefit young learners (Lotherington, Holland, Sotoudeh, & Zentena, 2008). A Lotherington 
et al. (2008) study in Toronto, Canada sought to develop pedagogical approaches to support 
young children in learning English as their L2. Three teachers in this study invited parents 
who used Cantonese and Vietnamese (the L1 of many of the children in the class) to come to 
the class to tell and write stories in their first languages. The teachers used the L1 stories as a 
bridge to the same story in L2 in order to teach children new L2 vocabularies. Children were 
subsequently able to acquire the English version of the stories that were told in the mother 
tongue. By using multiple encoding or using two languages at the same time, and valuing 
children’s first language and home cultures, teachers in the study set up successful 
multiliteracies pedagogies to assist young children in an ECE context to learn the L2.  
 
 Interactive instruction between educators and children when reading storybooks has 
been shown to be the most effective way of expanding children’s vocabulary in a new 
language (Chlapana & Tafa, 2014).  In a research project conducted in 12 public preschools 
in Greece, storytelling was used to teach the L2 (Greek) to 87 immigrant children from 4 to 
6yearsold (Chlapana & Tafa, 2014). While both direct instruction and interactive instruction 
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were more helpful than an uninstructed approach, the interactive approach proved most 
effective. 
  Learning an L2 through singing in preschools has been investigated in studies by 
Coyle and Gracia (2014) and Castro Huertas and Navarro Parra (2014). In the first study, the 
participant group consisted of 25 children between 5 and 6 years old.  In a Spanish preschool, 
children had two years of experience in learning English as an L2 (Coyle & Gracia, 2014). 
Over a period of seven weeks, English songs were taught to the children who were then asked 
to identify the target vocabulary in English. The findings showed that singing English songs 
motivated children in their learning of new words (Coyle & Gracia, 2014).  The second piece 
of action research at a public school in Colombia, focussed on a group of first grade children 
between 6 and 7 years old. The group, who were taught English songs, had had no exposure 
to English before the study. The data in this action research was collected through 
observations, field notes, videorecordings and interviews, and it showed that children 
successfully acquired vocabulary in the new language (Castro Huertas & Navarro Parra, 
2014). Although the cohorts of children in these studies had different levels of L2 exposure, 
both studies affirmed the same result: the use of songs in teaching an L2 benefited young 
learners. Song performances can be limited in number however, and so teaching an L2 needs 
to combine a range of different activities in preschool (Coyle & Gracia, 2014).  
 Technological tools such as video games are also beneficial in meeting changing 
language needs because of their flexibility (AlShaiji, 2015; DeHaan et al., 2010; Nemeth & 
Simon, 2013).  In an experimental study undertaken in a kindergarten in Saudi Arabia, 60 
female learners who had no prior knowledge of English (the target language)  were separated 
into experimental and control groups with 30 participants in each group. In the experimental 
group, children were taught English vocabulary through video games, while children in the 
control group were taught the target language following traditional methods without video 
games. After three 60 minute weekly sessions over a  60-day period, children were tested on 
their vocabulary, and the performance of both groups was compared. The result indicated that 
the mean score of the children in the first group was significantly higher than that of the 
second group. This finding indicated that video games are important tools for children’s L2 
vocabulary development (AlShaiji, 2015).  
 The studies discussed above offer guidance to suitable L2 pedagogies for young 
learners in preschools.  The findings indicate that teaching pedagogies in L2 could be 
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combined in flexible ways to assist young children in acquiring a new language. These 
findings emphasize the teacher’s role in establishing a supportive learning environment in 
classrooms using a range of strategies, namely play, storytelling, signing and video games. 
Supplementary to the above pedagogies, the methods used in classrooms are meaningful if 
they are combined with a  positive teacher approach. Teachers’ constructive attitudes affect 
children’s learning, and positive emotional experiences that enhance learning can be referred 
to as “emotional scaffolding” (Park, 2014, p. 20). Previous research into pedagogies that 
support L2 provides useful insights for this study, which seeks to evaluate the pedagogies that 
Vietnamese teachers use in teaching an L2 to Indigenous children in preschool settings.  
Many authors argue that in order to consolidate the teacher’s role in Indigenous 
contexts, teaching and learning methods for Indigenous children should be explored in more 
depth (Altman & Fogarty, 2010; Hickling‐Hudson & Ahlquist, 2003; Nakata, 2011). 
Although in some developed countries such as Australia and the USA, there are different 
policies and projects that support Indigenous children’s learning, some of the limitations are 
linked with teachers’ competencies in their practice (Hickling‐Hudson & Ahlquist, 2003; Ma 
Rhea, Anderson, & Atkinson, 2012). It follows that teachers need to be better prepared 
through initial teacher education in the use of effective pedagogies for Indigenous learners 
(Hickling‐Hudson & Ahlquist, 2003). This leads to explore teacher education and its role in 
Vietnam where Indigenous education now is a government priority. 
In the next section of this chapter, the current practice of teaching Vietnamese as an 
L2 to Indigenous children in Vietnam will be examined and gaps in existing research  will be 
highlighted and addressed by this study. 
2.3.4 Current Practices of Teaching L2 for Indigenous Children in Vietnam.  
There are several projects being undertaken by the Vietnamese government, researchers, 
NGOs and religious and volunteer groups (who coordinate literacy projects) in local 
communities throughout mountainous areas like Lai Chau province where this study takes 
place. These projects result from government policies and teacher classroom practice, and 
attempt to address the equity issues associated with learning the Vietnamese language. This 
section will review the relevant literature on the following themes which relate to the 
proposed study: research on Indigenous education in Vietnam; teachers’ perspectives on 
teaching Indigenous children; Indigenous children’s voices; language preservation and 
supporting young Indigenous children in the area of Vietnamese language learning. I will 
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identify the contribution of my study to the existing body of knowledge in this area by 
addressing the previously unresearched intersection of L2 pedagogies in Indigenous early 
childood settings in remote areas of Vietnam. 
Many researchers investigating student outcomes in Vietnam have identified a 
persistent  gap in in mathematics and reading skills between Kinh and Indigenous children 
(Glewwe, Chen, & Katare, 2015; Le, Nguyen, Tran, Nguyen, & Vo, 2008; T. D. Le, Nguyen, 
Nguyen, Mai, & Vu, 2011; Luong & Nieke, 2013; H. Nguyen, 2019; Truong, 2009; Young 
Lives, 2006). School attendance rates are low in most mountainous areas in Vietnam (The 
General Statistic Office of Vietnam, 2009b) and the rate of non-attendance among Indigenous 
children and other vulnerable children in Vietnam is “the largest among the ASEAN 
countries … in the world’s top ten in this respect” (T. D. Le et al., 2011, p. 60). Further 
evidence comes from an international study, Young Lives, that was undertaken in Vietnam for 
during a 15 year period from 2001 (Young Lives, 2017). This study focusses on children 
living in poverty and Indigenous children. Three thousand children participated in four 
rounds of the study. Data was collected, analyzed, and compared from three rounds in 2002, 
2006 and 2009. Young Lives analyzed data from basic literacy and numeracy tests taken by 
children from five Vietnamese provinces (Glewwe et al., 2015). The findings showed a 
significant difference between Kinh and Indigenous children, particularly in literacy skills. 
While Kinh children were three times more likely to read Vietnamese with accuracy, non-
Kinh children were unable to access education in their mother tongue and often failed to 
develop fluency in Vietnamese (Truong, 2009; Young Lives, 2006). Language barriers 
affected children’s performance in schools (Glewwe et al., 2015). Indigenous children’s test 
score gaps were attributed to various factors including, parents’ levels of education, parents’ 
ability to use Vietnamese, interaction between children and their peers, and individual 
schools’ facilities (H. Nguyen, 2019). In the ECE context in Vietnam, enormous challenges 
remain in practice, and include, limited early child development (ECD) coverage, unequal 
access to education for poor, disabled and Indigenous children, and a lack of bilingual 
education for Indigenous children (Young Lives, 2006). Combined action from government, 
communities, teachers and other stakeholders is required to address this situation.  
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2.3.4.1 Teachers’ perspectives on teaching Indigenous children. Teachers’ 
perspectives on teaching Indigenous children have been investigated in several studies in 
Vietnam (Aide et Action Vietnam [AAV], 2016a; Huynh, 2015). In one case study, 
undertaken in Gia Lai Province where 100% of the student population was from the 
Indigenous Jrai group 30 teachers were interviewed about their perspectives on child-
centered education (CCE) (Huynh, 2015). The findings showed that only 26 participants 
knew about the concept since MOET had applied the new curriculum and introduced the term 
CCE throughout the country in 2002. In addition, these teachers did not consider children’s 
culture and competencies as factors that needed to be understood before preparing their 
lessons.  The study suggested that the lack of understanding of CCE created a gap between 
expected outcomes and the practice of teaching and learning for Indigenous children in 
schools.   
 A current NGO project which supports education in Lai Chau is Promoting 
inclusive and relevant early childhood care and education for ethnic minority and 
disadvantaged children in Tam Duong district, Lai Chau province, Vietnam (AAV, 2016d). 
This three-year project (2016-2018) run by Aide et Action Vietnam (AAV) and its partner, 
the Consultative Institute for Socio-Economic Development of Rural and Mountainous Areas 
(CISDOMA), will be expected to support local government and MOET to compile bilingual 
resources (Vietnamese and Mong languages) for use in preschools and primary schools in Lai 
Chau (AAV, 2016c, 2016d). However,  this project has only been implemented in the Tam 
Duong District in Lai Chau province, which leaves many other provinces without help.  
 To date, this project has produced two reports on policies, teacher and parent status 
in the three villages of Ta Leng, Khu Ha and Giang Ma (AAV, 2016a). The teacher and 
parent status report, reveals that approximately 96%  of teachers cannot use the children’s 
mother tongue (AAV, 2016b). However, only 59% of teachers in these villages had 
undertaken the Supporting teachers to teach L2 (in-service teacher education) course run by 
DOET and MOET (AAV, 2016b). The report found that “7% of teachers responded that they 
were angry when children could not understand what teachers said in classrooms” (AAV, 
2016b, p. 30) because of language barriers. This raises questions about the teacher’s role in 
setting up a supportive and safe learning environment for young children and points to an 
urgent need for research and professional learning.  
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2.3.4.2 Teachers’ role in teaching Indigenous children. Indigenous Vietnamese 
children themselves recognize the importance of their teachers’ roles (Lo & Welch, 2019; 
Phelps, Graham, Ha, & Geeves, 2014). After interviewing 46 children aged 9-10 years, a case 
study conducted in Na Ri district in Bac Kan, which has an Indigenous population of 92.5%, 
found that teachers play a vital role in children’s academic achievement  (Phelps et al., 2014, 
p. 38), and children in this study confirmed the significant role teachers have in supporting 
their L2 learning. A similar study in Dien Bien province focussed on factors that influence 
the academic success of Indigenous Thai high school students in Vietnamese schools.  A lack 
of proficiency in Vietnamese presented the main barrier at all levels of their schooling, and 
teachers were identified as having an essential role in assisting in the learning of Vietnamese 
from the  first day of school onwards (Lo & Welch, 2019).  
 Language preservation and supporting young Indigenous children in the 
Vietnamese language has been highlighted in various projects and studies in Vietnam (AAV, 
2016d; MOET, 2016; UNICEF, 2011). Although these studies and projects have begun to 
support bilingual learning, there are few studies that focus on the actual state of teaching an 
L2 in preschools in mountainous areas where provision for bilingual education is a challenge. 
To date, the Vietnam Ministry of Education and Training (MOET) has developed and 
implemented a bilingual curriculum in primary and some Indigenous boarding high schools 
for nine Indigenous groups (Khmer; Akhar Thrah; Khmer JaWi; Chinese; Ede; Jarai; Koho; 
and H'mong) (Le, 2013; Quang, 2012). The benefit of MOET’s project was underlined in one 
study that focussed on Cham Indigenous students in Vietnam (Quang, 2012). In this mixed 
method study, data were collected from surveys of ten-year-old students, interviews with 
teachers, students, parents, education specialists, and from classroom observations. The 
findings showed that bilingual education benefited Cham children in different ways. Firstly, 
learners performed better academically in Vietnamese lessons, and secondly, children 
maintained good communication with the Cham community because the mother tongue was 
preserved.  
 From 2006 to 2014, UNICEF supported MOET’s initiative of MTBE in Vietnam. 
This was a significant project about bilingual education for Indigenous children from the age 
of 5 upwards. The project, Action research on MTBE: Achieving Quality, Equitable 
Education was deployed from 2008 to 2015 throughout the three provinces of Lao Cai, Gia 
Lai and Tra Vinh where almost all Indigenous children use their mother languages: 
Mongolian, J’rai, and Khmer. The project utilised mixed methods to collect and analyze data. 
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Teachers were provided with extensive professional development in both action research and 
bilingual methodology. This MTBE action research  raised awareness in the community 
about the barriers faced by Indigenous children who study in schools where Vietnamese is the 
only language used. The significance of this study may be understood through a range of 
positive outcomes. Firstly, this study improved the learning outcomes for Indigenous children 
in all school subjects and also improved their confidence in communicating in school through 
using their first language at the beginning stage. Secondly, a bilingual curriculum was 
designed which offered better conditions for the translation of learning materials from 
Vietnamese to other languages. This created new opportunities for Indigenous people to 
acquire knowledge. Thirdly, educators’  professional capacity to teach Indigenous children 
effectively was improved because of requirements for new teaching pedagogies. Finally, the 
partnership between parents and teachers was strengthened because both parents and their 
language were involved in the education process,. The findings of the study emphasized one 
lesson regarding bilingual education : “Teachers’ capacity is key to a successful 
implementation of an education program” (UNICEF,  2015, p. 77). However, the cost of the 
project amounted to 3.5 million US dollars, and the average cost for each child increased 2.5 
times compared to the usual investment (UNICEF,  2015). This points to a need for more 
financial support from the government in the area of teacher education as well as other 
educational resources in MTBE. The result of this project confirmed the positive effects of 
using MTBE in teaching Indigenous children, but it raised questions about teaching methods 
that should be used and ways of helping teachers and children in other remote provinces 
where it is not easy to run bilingual education programs such as the MTBE.   
 Since 1988, some preschools in Gia Lai Province, have provided 26 weeks of 
intensive Vietnamese language support as primary school preparation for 5-year-old 
Indigenous children who have not attended preschool.  When they begin school, the mother 
tongue is the initial language of instruction, which  is then replaced by Vietnamese.  
However, the bilingual program is not a requirement in preschool (Bui & Bui, 2009).  Most 
Indigenous children therefore learn their preschool subjects in the L2 without L1 instructional 
support. This is especially common in many remote and economically disadvantaged areas in 
Vietnam, including Lai Chau province (MOET, 2015b). This approach is called an 
immersion approach, wherein Indigenous children are forced to learn via an L2 in preschools.
 MOET affirmed that teachers and their competencies play a vital role in supporting 
Indigenous children directly (MOET, 2015b). Hence, from 2013 to 2016, MOET made the 
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School Readiness Promotion Project (SRPP) available for children in preschool. The project 
developed some professional documentation that includes guidance on Indigenous children’s 
learning of the Vietnamese language.  However, the guidance is not based on the current state 
of teaching L2 in preschool. Instead, it is based on general theoretical guidelines for L1 and 
L2 acquisition in early childhood. A gap therefore persists with regard to the status of 
teaching Vietnamese language as an L2 to Indigenous children.  
 Existing projects and studies in Vietnam highlight the need for enhancing 
Vietnamese language for Indigenous children. However, the status of teaching an L2 to 
Indigenous preschool children in Vietnam has not been studied in any significant depth. This 
shortcoming calls for wider research and more programs that deal with the specific 
challenges of teaching and learning an L2 for Indigenous children.  
2.4 Summary 
  A major concern regarding Indigenous children in Lai Chau, Vietnam is finding the 
best way to help them to succeed in a culture where Vietnamese is the dominant language in 
school and beyond. It raises the question of how to help children who do not use Vietnamese 
as their mother tongue, to learn the target language. Although there are many factors 
impacting Indigenous children’s learning processes, teachers play a vital role in supporting 
children directly. Researching the experiences and challenges that teachers encounter in their 
classrooms creates new opportunities for understanding the practice of learning and teaching 
Vietnamese as an L2. , There are currently no studies in Vietnam which focus on this topic. 
My research will therefore explore the status of teaching an L2 to Indigenous children in Lai 
Chau, Vietnam in the hope that children in this area and similar communities in other 




CHAPTER 3: THEORETICAL FRAMEWORK 
 
This study investigates the practice of teaching an L2 to Indigenous preschool 
children in Lai Chau, Vietnam. This investigation uses multiple theoretical frameworks to 
examine the research questions and to make the data meaningful. In this chapter, a range of 
theories are drawn upon to explore the following aspects of the study: why and how the 
learning environment influences learners, how children learn a second language, and in the 
early childhood education context, how teachers can help children to acquire language. The 
theories explore the influence of culture and environment in learning and teaching and 
include the cultural-historical activity theory (Hedegaard, 2009) and Indigenous standpoint 
theory (Nakata, 2007a). Interactionist theory (Long, 1983) is used to explain how an L2 may 
be learned and taught. Cambourne’s the conditions of learning theory (Cambourne, 1995) is 
also utilised to examine how teachers enable L2 acquisition in the context of early childhood 
education in Vietnam.  
3.1 The Influence of Culture and Environment in Learning and Teaching 
 Many of the current pedagogies used in early childhood education are based on 
sociocultural theory (S. Edwards, 2003, 2007; Siraj-Blatchford, 2009; Vygotsky, 1978a); this 
offers a perspective on the impact of the relationships between the child, the family, the 
community and the culture on learning processes. These relationships can aid in an 
understanding of the learning and teaching processes that occur between children and 
teachers (Duchesne & Krause, 2013). In the context of my study, sociocultural theory will be 
used to explain the interaction in learning and teaching between Indigenous preschool 
children and their teachers.  
 Social and cultural backgrounds and experiences shape children’s learning from 
birth (Bronfenbrenner, 1979; Malaguzzi, 1993; Rogoff, 2012; Vygotsky, 1978a). Vygotsky 
focusses on the fundamental role of social interaction in cognitive development (Daniels, 
2005) as his theory emphasizes the influence of social factors on the development of 
perception. Three core tenets underlie Vygotsky’s sociocultural theory.  Firstly, the 
community plays a central role in supporting the learning process (Vygotsky, Rieber, & 
Carton, 1987); development and learning occur in the context of children’s communities. 
Thus, learning is a process of apprenticeship and internalization in which skills and 
knowledge are transformed from social into individual cognition. Social and cultural 
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influences which include parents, teachers, and other children are important factors which 
affect a child’s learning ability. Children learn through social interaction with parents or 
teachers. Those with greater expertise model and provide verbal instructions. Children try to 
understand instructor actions or oral instructions, and then internalize the information and use 
the guidance to orient/adjust their work (Vygotsky & Kozulin, 1986). Secondly, Vygotsky 
advocates the use of the term mediated action to describe the learning process in which an 
individual interacts with social and cultural settings (Vygotsky, 1978b; Wertsch, 1986, 1991). 
Mediated action is a way of learning in which knowledge that is social in origin becomes 
individualised as a result of a child interacting with more experienced members of society 
such as parents, teachers and peers (Vygotsky (1978a). In order to gain new knowledge 
through mediated processes, individuals use tools and sign-semiotics such as “language; 
various systems of counting; mnemonic techniques; algebraic symbol systems; works of art; 
writing; schemes, diagrams, maps and mechanical drawings; all sorts of conventional signs 
and so on” (Vygotsky, 1981, p. 137). The third tenet of Vygotsky’s theory is the zone of 
proximal development (ZPD). This describes the distance between a child’s current ability 
level in solving a task and the level that can be achieved with support or guidance (Vygotsky 
et al., 1987). The term is based on Vygotsky's theory (1978) which focusses on the 
fundamental role of social interaction in cognitive development. From this point of view, 
learning environments and teaching methods directly affect the ways in which children learn 
and, by extension, their L2 acquisition. Vygotsky argued that teaching should focus on the 
zone of proximal development, and that teachers play a vital role in assisting children to 
develop understanding and to regulate their own learning.  
Building on Vygotsky’s theory, other researchers such as Bronfenbrenner (1992) and 
Malaguzzi (1993) concretized some potential factors which contribute to the process of 
learning. Bronfenbrenner’s Ecological model (Bronfenbrenner, 1992; Darling, 2007) offers a 
comprehensive view of the learning process being situated in a particular context. It  can help 
educators to explore more effective approaches in their support of children. These include 
creating a supportive learning environment, using suitable pedagogies in classrooms and 
maintaining partnerships between parents and teachers. It helps educators explore more 
positive approaches to support children because the ecological model of child development 
(Bronfenbrenner, 1979) explores the complexity of the learning process. His ecological 
model highlights the interconnectedness between family contexts, economic structures, and 
social politics. The concentric circles used in the model are divided into five factors, namely 
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microsystem, exosystem, macrosystem, mesosystem, and chronosystem. All of the factors 
used in this model intertwine to describe a complex living environment.  
While Bronfenbrenner widened the sphere of influence to external social factors, 
Malaguzzi revealed direct influencing factors. In discussing the factors which affect 
children’s learning, Malaguzzi emphasized three subjects: children, parents, and teachers. In 
his approach to the schools of Reggio Emilia, he promoted  three rights in relation to 
learning:  the rights of children to realize their full potential; the rights of parents to secure 
and support their child; and the rights of teachers to create suitable curricula and activities for 
children’s learning (C. P. Edwards, Gandini, & Forman, 1998). Based on Malaguzzi’s view, 
therefore, children should receive active support from parents and teachers to explore their 
potential.  
Sharing a similar view to Bronfenbrenner and Malaguzzi of expanding the concept of 
interaction, Rogoff (1990) proposed notions of cognitive apprenticeships and guided 
participation. Rogoff believed that children learn through relationships within communities, 
in which children learn adult ways of thinking through explicit teaching, indirect observation 
and listening to adults talk. She extended the concept of guided participation beyond the 
emphasis on didactic dialogue mentioned by Vygotsky (1978) in his Zone of proximal 
development. Rogoff (1990) asserted that “Children’s cognitive development is an 
apprenticeship - it occurs through guided participation in social activity with companions 
who support and stretch children’s understanding of and skill in using the tools of the 
culture” (p. vii). She suggested that “guided” does not only mean face to face interaction, but 
refers also to non-verbal interactions which are traditionally considered to be the primary 
source of learning. This suggests that non-verbal interaction is considered a source of support 
for learners. Rogoff (2003) examined children’s learning through their participation in 
communities both in and out of school in a number of different cultures, and  argued that 
various cultures have different ways of apprenticing children into ways of learning. Rogoff 
thus concluded that cultural settings impact children’s learning.   
Based on the contributions of socio-cultural theorists, especially Vygotsky, the 
cultural-historical activity theory (CHAT) has been widely applied since the 1990s (Bakhurst, 
2009; Nussbaumer, 2012). The theory explains the relationship between cognitive 
development and cultural settings (Bakhurst, 2009), and has been applied to the field of 
education (V. Ellis, Edwards, & Smagorinsky, 2010; Fleer, 2010; Hedegaard, 2009; 
Nussbaumer, 2012). In the context of teaching Indigenous children as well as the context of 
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this study, the cultural-historical activity theory (CHAT) or activity theory (Bakhurst, 2009; 
Nussbaumer, 2012) is important because it is not only linked with sociocultural theory in 
emphasizing the value of interaction between the social environment and learners, but it also 
focusses on cultural influences in education. Inheriting ideas from other sociocultural 
theorists, CHAT confirms that community is vital to the making and interpreting of meaning, 
and that humans learn by doing and communicating with society through their actions (Foot, 
2014).  
Applying the CHAT theory to the ECE setting, Hedegaard (2009) proposed that three 
perspectives can be adopted to recognize a child’s development in a cultural-historical 
context. These are the state perspective, the institutional perspective, and the individual’s 
perspective (see Figure 3-1).  
 
Figure 3-1. A model of children’s learning and development through participation in 
institutionalized practice.  From “Children's development from a cultural–historical approach: 
Children's activity in everyday local settings as foundation for their development”, by M. 
Hedegaard, 2009, Mind, Culture, and Activity, 16(1), p. 73. Copyright by Regents of the 




 Hedegaard’s theory reflects the general social context alongside the superstructure 
of society and their relationship to everyday practices. These perspectives combine with the 
individual’s outlook to reflect the human’s identity (Hedegaard, 2009). CHAT plays an 
important role in decoding children’s learning in different cultural contexts. Furthermore, this 
theory incorporates the concept of culture-based education (CBE) that encourages teacher’s 
pedagogies to connect with a student’s cultural context (Demmert, 2011).  This is particularly 
relevant to my study, which focusses on investigating the current situation of teaching 
Vietnameseto diverse groups of children who are from different cultural and language 
backgrounds.  
Although Hedegaard explained the impact of external factors on individuals in the 
learning process, and confirmed that culture influences education settings, her theory does not 
explain the gap between different cultures, and especially the mismatch between Indigenous  
and non-Indigenous cultures. As a non-Indigenous educator, my subjectivity and perspective 
are shaped by Kinh knowledge and Kinh cultural traditions (Kinh is the majority ethnic group 
in Vietnam and is considered to be the dominant group). This position leads me to 
unconsiously accept dominant discourses which are defined as the spoken, written, and 
behavioral expectations that are shared and set up by the most powerful group in society (Van 
Dijk, 2013). However, as a non-Indigenous researcher working in the discipline of 
Indigenous studies on the topic of ECE in Vietnam 1, I examine in greater depth about the 
possibilities and limitations afforded by my own position as a non-Indigenous educator as 
well as those of the non-Indigenous teacher participants in my study. This raises the question 
of what non-Indigenous preschool teachers should do when studying about or teaching 
Indigenous learners. I believe that it is necessary to find a way to avoid the deficit discourses 
or “disempowering patterns of thought, language and practice that represent people in terms 
of deficiencies and failures” (Lowitja Institute, 2018, p. 1) that have been imposed on 
Indigenous learners by some of the educators interviewed in my study (see more detail in 
chapter 7). They believed that Indigenous children were at a disadvantage and academically 
behind Kinh children because of language barriers, and some of the educators considered 
children’s limited use of Vietnamese to be a main challenge to their teaching (see chapter 7). 
In order to address this  the Indigenous standpoint theory (IST) is applied (Nakata, 2007), 
which forms an important component of my theoretical framework.  
                                                 
1 The term Indigenous in Vietnam will be discussed in chapter Literature Review.  
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 In light of the role of culture on learning and in the context of Indigenous education, 
Indigenous cultural influences are of great importance to efforts to teach Indigenous learners  
(Boulton-Lewis, Wilss, & Lewis, 2003; Demmert, 2011; Demmert & Towner, 2003; 
Kosonen, 2005; M. Nguyen, 2011; Pewewardy, 2002; Singh, 2011). Since the 1990s, Nakata 
has proposed the Indigenous standpoint theory, and explains that this theory “is a method of 
inquiry, a process for making more intelligible ’the corpus of objectified knowledge about us’ 
as it emerges and organizes understanding of our lived realities.” (Nakata, 2007a, p. 12). 
Nakata’s theory offers a new perspective of Indigenous knowledge, leading to a new 
approach to research in Indigenous studies. His theory assists non-Indigenous researchers to 
explore Indigenous knowledge or Indigenous understandings and their relationship to the 
material world and  associated socio-cultural practices (Nakata, 2007b). He adopted  the term, 
“the cultural interface” (Nakata, 2007a), where Indigenous and non-Indigenous people’s 
knowledge and practices coalesce (see Figure 3-2).  
 
Figure 3-2. The cultural Interface. From “Slideplayer”, by M. Nakata, 2016 
(https://slideplayer.com/slide/8177711/ ). Copyright 2016 by M. Nakata.  
Indigenous knowledge was not adequately accepted as a distinct episteme (system or 
structure of knowledge) until the 1980s (Nakata, 2007b).  Nakata explained that there is a 
space between Indigenous and non-Indigenous cultures which he named a ‘cultural interface’. 
The cultural interface is a multi-layered space where multiple factors such as episteme, 
knowledge and culture of Indigenous and non-Indigenous groups are interferential, and lead 
learners to the centre of an interaction.  He believed that a cultural interface is shaped by differences in, 
histories, politics, economics, multiple and interconnected discourses, social practices 
and knowledge technologies which condition how we all come to look at the world, 
how we come to know and understand our changing realities in the everyday, and how 
and what knowledge we operationalize in our daily lives (Nakata, 2007a, p. 9).  




























The term, ‘cultural interface’ became the most important term (McGloin, 2009) as well as a 
contested term (Hogarth, 2017) in Nakata’s theory. In addition, the concept of cultural 
interface and Indigenous standpoint theory undeniably challenge the deficit discourses 
(Hogarth, 2017).  While deficit discourses consistently make assumptions about Indigenous 
people without considering cultural perspectives, Nakata’s theory encourages researchers to 
draw on their socio-cognitive understandings of the world and to consider Indigenous 
perspectives. 
 Applying the Indigenous standpoint theory to education, Nakata argues that 
teaching and learning pedagogies need to consider Indigenous perspectives in order for 
meaning to be made by learners (Nakata, 2011). He emphasized that “teachers need to think 
of the inclusion of Indigenous perspectives as something that will assist them in their cross-
cultural teaching work with Indigenous students” (Nakata, 2011, p. 7). He also outlined five 
main ways of supporting Indigenous learners: using a flexible approach to fit students, 
respecting differences, understanding the complexities of the cultural interface changing a 
curriculum to fit learners’ capacities and create opportunities for learners, and developing 
their knowledge in order to engage and encourage students through learning (Nakata, 2007a). 
In the context of this study, Nakata’s ideas guide me to review the current ECE curriculum 
for Indigenous students, and encourage me to explore options for supporting preschool 
teachers and Indigenous learners in Lai Chau, Vietnam.  
Nakata’s view is linked to the three perspectives in Hedegaard’s hypothesis discussed 
above. In the context of Indigenous education, the home practice and school practice outlined 
by  Hedegaard contributes to an understanding of Indigenous and non-Indigenous culture in 
the case of kindergartens in Lai Chau. Considering pedagogies for Indigenous ECE children 
in connection with culture may offer the most appropriate means by which educators can 
work effectively with Indigenous children.  
The theoretical foundations above form an important basis in my research to the 
analysis of preschool teachers’ support of Indigenous children’s language acquisition, and to 
an understanding of learner adaptation in an environment embedded in the dominant culture. 
3.2 Theories Concerning L2 Acquisition and Learning 
 Learning and teaching an L2 is a complex phenomenon and this is supported by 
many different theories. Theories used to explain how children learn a second language 
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include nativist theory (Chomsky, 1968), environmental theory (Skinner, 1976), the input 
hypothesis (Krashen 1985), and interactionist theory (Long, 1983). While nativist theory 
asserts that learning a new language is a practice that an individual processes themselves, the 
other theories underline the important role of the learning environment in helping learners to 
acquire the target language. I will introduce some important theories about L2, and then 
explain why the interactionist theory (Long, 1983) has been chosen as the framework for this 
study. 
 Chomsky (1968), who coined the term universal grammar (UG) believed that a 
child is born with an innate competency to acquire language. He argued that a language 
acquisition device in the human brain enables children to enrich their language in a short 
time. Although the existence of a language acquisition device cannot be physically 
demonstrated, this hypothesis is still able to explain first language acquisition among young 
children. Children are assumed to have an innate knowledge of  basic grammatical structures 
common to all languages, and every language contains a finite number of similar elements. A 
finite set of grammar rules and words means that humans can generate infinite utterances, 
including utterances that they have never used or heard before. 
 In universal grammar theory, Chomsky claimed that each grammar feature contains 
known principles and parameters that apply to all languages. These parameters may differ 
from language to language, but the differences are limited in number. Kayne, a follower of 
Chomsky’s theory in the 1990s, reinforces Chomsky’s theory when he argued that all 
languages have the same underlying structure in the order of subject-verb-object (S-V-O) 
(Kayne, 1994). The learning of a language thus requires applying the principles of UG, and 
discovering the value of each parameter in that language. Consequently, UG theory has been 
applied to explore L2 acquisition (Hawkins, 2001; Hummel, 2014; White, 1998, 2012). 
Based on UG, three hypotheses are posited for L2 acquisition, namely direct access, indirect 
access, and no UG access (see Figure 3-3) (Hummel, 2014; White, 1998).  
 The first hypothesis asserts that of L1 and L2 acquisition are the same, and the way 
L2 learners access grammar is similar to the way children learn their mother tongue. In 
contrast, the second hypothesis shows that L2 learners access the target language through 
their L1. In the third hypothesis, second language learners do not access UG and so L1 and 





Figure 3-3. Three hypotheses for the role of UG in SLA. Adapted from Introducing second 
language acquisition: perspectives and practices (1st ed., p. 69), by K. M. Hummel, UK: 
Wiley Blackwell. Copyright 2014 Wiley Blackwell Publishing.  
 
According to the above perspectives, humans are capable of learning all languages, 
and learning a second language requires learners to explore new parameters in this language. 
In this process, learning the grammar of the target language is simply a matter of establishing 
the correct parameters. However, universal grammar does not reveal how parameters are set 
in second language acquisition. Furthermore, although UG explains language acquisition by 
positing an innate biological endowment, this approach to L2 acquisition does not explore the 
effects of the social factors that make learning possible.  
 Another group of theories about L2 learning  are environmental theories. These 
support the view that the environment has a more important influence on acquiring a 
language than innate contributions. This links with behaviorist theory, which contends that 
children learn through imitation and reinforcement (Miller & Pound, 2011; Nolan & Raban, 
2015; Skinner, 1976). Hence, from this theoretical perspective, learning an L2 is a mimicking 
process. In education settings, this theory emphasizes giving correct language samples and 
feedback on incorrect utterances. This theory has been used to design many second language 
programs; books with audio recordings for children to mimic simple words are one example. 
However, the theory cannot explain the differences in personal language style or pragmatic 
competence which is defined as each person having their own identity in using language and 
the ability to use language flexibily in diverse contexts (Eslami-Rasekh, 2005). Behaviorist 
views assert that the processes of L1 and L2 acquisition are the same (Hummel, 2014). This 
perspective led to the contrastive analysis hypothesis (CAH) and the term ’cross-linguistic 
influence’ (CLI). CAH hypothesis “predicts that where there are similarities between two 
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languages, the learners will acquire L2 structures with ease; where there are differences, the 
learners will have difficulty” (Hummel, 2014, p. 61). The term CLI describes the omnipresent 
phenomenon of transfer from one language to another. The CAH hypothesis can therefore be 
used to explain certain errors that are made in the transfer from L1 to L2 (Hummel, 2014).  
 By contrast, the input hypothesis (Krashen 1985) distinguishes between language 
acquisition and learning language and assumes that humans develop their language skills 
through direct acquisition rather than learning about language (Krashen, 2009). Additionally, 
psychological factors such as motivation, self-confidence and fear interact with the acquisition. 
It follows that if psychological factors are unfavorable, the brain’s language acquisition device 
will not function properly (Krashen, 1981). This suggests that educators can support L2 
acquisition by providing a nurturing learning environment.  
 The second language acquisition theory was proposed during the 1970s when Krashen 
concluded that humans can learn language and there are no significant innate differences 
between the way first and second languages are acquired. An effective way to learn a foreign 
language according to Krashen, is summarized as follows: we develop language capacity (for 
a first or second language) through direct acquisition, and not from memorizing vocabulary, 
syntax/grammar or doing homework. He argued that effective direct acquisition takes place 
when learners feel comfortable and enjoy learning (Krashen, 1985). The main thrust of 
Krashen’s theory is the distinction between language acquisition and learning language, and 
the argument that humans develop their language skills through direct acquisition rather than 
learning knowledge about language (Krashen, 2009). Krashen labels the processes of 
subconscious exposure to language, “acquisition”, and conscious exposure,  “learning.” 
According to Krashen, language acquisition plays a key role in shaping fluency skills in a 
second language. In contrast, it is more difficult to achieve fluency through simply ‘learning’ 
language, which improves accuracy by the control and instant correction of an utterance 
before it is expressed. ‘Learning’ language is facilitated only if the following three conditions 
are combined: the learner remembers the applicable grammar rules, the learner focusses on 
the form of expression in parallel with a focus on meaning, the learner has time to adjust 
him/herself to using a new language.  
 In input hypothesis, a plausible hypothesis in second language acquisition theory,  
Krashen states that, “We acquire by understanding language that contains structure a bit 
beyond our current level of competence (i + 1)” (Krashen, 2009, p. 23) while our current 
level is i. Krashen further asserted: 
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 First, as presented earlier, the second language acquirer, child or adult, is also an 
"acquirer," just like the child acquiring first language. Also, according to hypothesis 
(2), there is a natural order of acquisition for second language as well as first 
language, so we can talk about the second language acquirers' i + 1 as well. Third, 
second language acquirers can also receive the kind of modified input that children 
get when learning the first language (Krashen, 2009, p. 25).  
 From Krashen’s perspective, the understanding of a second language is supported 
by external factors such as images, audio, body language and teacher explanation.  ‘ i + 1” is 
best achieved by watching, hearing,and reading second language resources, and focusing on 
understanding their meaning.  When the learner is immersed in enough second language 
content, they will automatically be exposed to content i +1 and amass language at level i + 1. 
By tthat stage, speaking and writing functions will form automatically without being formally 
taught, even though they develop after the listening and reading skills have been formed. 
 Input hypothesis suggests that learning a second language is more complicated than 
learning a first language. The process of receiving more than one language combines 
language acquisition and learning language. This process requires diverse environments for 
the learner to become immersed in a new language.  
  Krashen also emphasized that psychological states have an important influence on 
language acquisition. When psychological factors such as motivation, self-confidence and 
fear interfere with language acquisition, the brain’s language acquisition device will not be 
activated (Krashen, 1981). This assumption about the interaction between psychology and 
learning a new language, is related therefore, to learner activity levels. This complements 
input hypothesis by answering questions around how a second language can be acquired. An 
awareness of this encourages educators to think about creating diverse learning environments 
which are interesting and engaging for second language learners.  Although Krashen’s second 
language acquisition theory has been criticized (Swartz, 2013), it has been enormously 
influential internationally, in the field of teaching second languages since the 1970s. From 
Krashen’s point of view, classrooms are outstanding places for beginners to learn a second 
language and can provide comprehensible input for learners (Krashen, 2009). 
  Interactionist theory, which is mainly based on Vygotsky’s sociocultural theory, 
invokes both innate and environmental factors in its explanation of L2 acquisition. These 
factors are dealt with separately in the theories outlined above. Building on Vygotsky's theory 
and Krashen’s input hypothesis, Long (1983) developed the interaction hypothesis arguing 
that interaction in conversation creates comprehensible input that promotes language 
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acquisition. While Krashen claimed that input becomes comprehensible as a result of 
contextual and extralinguistic clues, Long believed that interactive input is more important 
than non-interactive input (R. Ellis, 1994). In the context of this study, many of the 
Indigenous learners are at beginner level in Vietnamese. The school environment provides 
the only opportunity for them to learn the target language and thus, the teacher participants’ 
interactive input is important in helping the children with this. Long’s hypothesis will 
therefore be applied to analyse and interpret the data collected from this research.  
 Long forwarded three main ideas on the role of interaction in learning an L2 (Long, 
1983). Firstly, accessing comprehensible input is a characteristic of successful acquisition of 
first and second languages; secondly, more exposure to comprehensible inputs is likely to 
lead to faster acquisition and finally, a lack of access to comprehensible input will result in 
little or no language acquisition. Interactions between conversational partners therefore, 
contribute to L2 acquisition (Long, 1983). Conversation between native speakers and non-
native speakers (L2 learners) will result in two valuable processes of L2 acquisition. The first 
process is called ‘recast’, in which native speakers help non-native speakers (L2 learners) to 
correct their mistakes. The second process called ‘negotiation for meaning’ where learners 
and native speakers interact in various ways until understanding is achieved (Long, 1996). 
Interaction theory thus highlights the role of the teacher and peers in helping learners enrich 
their target language (Foster & Ohta, 2005; Gagné & Parks, 2013; Ohta, 2001). Although in 
the interaction hypothesis, individual differences are neglected (R. Ellis, 1999; Ziglari, 2008), 
the hypothesis is useful in the context of this study to explain ways in which teachers can 
help Indigenous children to acquire the target language. 
3.3 Condition of Learning and Children’s Language Development in ECE Context 
Since play is universally accepted as the optimal mode of learning for young children 
(Frost, Wortham, & Reifel, 2001; Golinkoff & Hirsh-Pasek, 2006; Roussou, 2004; 
Whitebread et al., 2009), early childhood learning environments in Lai Chau will be 
examined with reference to the extent to which play activities are offered as a medium of 
instruction. To do this, Cambourne’s conditions of learning model will be used. The main 
reason for applying Cambourne’s theory is that it explains in detail the relationship between 
learning environments and language development. The theory recognises that play allows 




Cambourne’s research provides an in depth analysis of the impact of the learning 
environment on language development in preschool children. His research focussed on how 
infants learn to speak. He proposed eight conditions of learning: immersion, demonstration, 
engagement, expectations, responsibility, approximations, employment and response. His 
ideas are summarised in Figure 3-4 below:  
   
Figure 3-4 Cambourne's eight conditions of learning 
In order to develop children’s literacy, Cambourne suggested that the eight conditions should 
combine and should not be separated from each other because they occur concurrently and 
shape each other.  
Applying Cambourne’s theory to the setting up of an early childhood education  
learning environment,  Rushton, Eitelgeorge, and Zickafoose (2003) made ssuggestions for 
creating a rich language environment. Firstly, in order to help children to immerse in the 
target language, teachers should create a learning environment that is print-rich, i.e. one that 
is full of labels, signposts, books and shared writing on walls. Secondly, teachers should 
demonstrate the target language through reading aloud, reading for expression and reading 
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books that reflect the children’s world. They also proposed that teachers engage children by 
creating learning environments which provide a wide range of opportunities for them to talk, 
share, explore and play. Each center in the class needs to provide a choice of activities to 
meet individual differences (Rushton et al., 2003).  
Cambourne’s theory will form the basis of my analysis of teachers’ approaches to 
setting up learning environments that help children to learn an L2. In the context of this 
study, Cambourne’s theory will complement Long’s interactionist theory (Long, 1983) in 
investigating whether preschool teachers create an interactional and efficient learning 
environment for teaching an L2 in preschools. Cambourne’s theory also complements 
Nakata’s and Hedegaard’s theories because it offers a perspective on learning environments 
that create an opportunity for teachers to encourage children in learning the L2 and avoids 
deficit discourses.  
In conclusion, the four theories outlined above form the theoretical framework for this 
study. While cultural-historical activity theory (CHAT) (Hedegaard, 2009) and Indigenous 
standpoint theory (Nakata, 2007a) combine to explain  the influence of culture on teaching 
Indigenous children, and interactionist theory (Long, 1983) supports an understanding of 
teaching an L2, the conditions of learning theory (Cambourne, 1995) elucidates the way in 
which children learn language in preschools. These four theoretical frameworks complement 





CHAPTER 4: METHODS 
 
4.1 Why Mixed-methods Research? 
The purpose of this study is to examine preschool teachers’ beliefs and perspectives 
about teaching Vietnamese as a second language to Indigenous children and to explore the 
pedagogical methods they use in their classrooms. Since the research questions guiding this 
study focus upon both teachers’ beliefs and their practices, a combination of quantitative and 
qualitative methods offers the most appropriate approach. According to Creswell (2003) and 
Creswell and Plano Clark (2018), in order to gain an in-depth understanding of a problem, 
researchers can use mixed methods to offset the limitations posed by the sole use of either 
qualitative or quantitative methods. Creswell (2015) defines mixed methods as “an approach 
to research in the social, behavior, and health sciences in which the investigator gathers both 
quantitative (closed-ended) and qualitative (open-ended) data, integrates the two, and then 
draws interpretations based on the combined strengths of both sets of data to understand 
research problems” (Creswell, 2015, p. 2). A mixed methods research approach therefore 
offers the potential of a more complete, robust understanding of a given research 
phenomenon than either approach individually (Gay, Mills, & Airasian, 2015). 
Knowledge achieved in society is the result of diverse studies. Findings have come 
from different ways of thinking about research questions or different beliefs about the nature 
of knowledge. Each research method rests within its own research paradigm, and this has 
been defined as “a cluster of beliefs and dictates to scientists in a particular discipline 
influence what should be studied, how research should be done, how results should be 
interpreted, and so on” (Bryman, 1988, p. 4).  
In its design and method, this study is most closely aligned with a pragmatist 
worldview as Creswell explained: 
 Pragmatism is oriented toward problem-centered and real-world practice. Also, 
“pragmatists do not see the world as an absolute unity” and therefore, “mixed 
methods researchers look to many approaches to collecting and analyzing data rather 
than subscribing to only one way (Creswell, 2003, p. 12). 
This research, therefore, used analysis of both quantitative and qualitative data to 
provide further insight into teaching Indigenous preschool children Vietnamese in Lai Chau. 
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Specifically, a two-phase, explanatory sequential mixed methods research design was applied 
that firstly involved collecting quantitative (survey) data. This was followed up with in-depth 
qualitative data to add further insights or explanations to the quantitative results (Creswell & 
Plano Clark, 2018). In the first phase, survey data were collected from 286 preschool teachers 
teaching in Lai Chau province, Vietnam. This was to assess whether teachers’ backgrounds 
relates to their beliefs, perspectives, and methods in teaching Indigenous children a second 
language. In this phase, both closed-ended questions (46 items) and open-ended questions 
(two items) were used.  
 The second, qualitative phase followed the survey to explore teachers’ beliefs and 
strategies (pedagogies) as manifested in the classroom. The more in-depth understanding that 
was gained when observing teachers’ experiences helped to explain survey findings from the 
first phase. Nested samples, wherein  “individuals in one sample are a subset of the 
individuals in the other sample” (Creswell & Plano Clark, 2018, p. 183) were also a feature 
of this study. Specifically, in the second phase, qualitative semi-structured interviews and 
observations were used in six teacher case studies to explore further aspects of teaching an L2 
with participants who had already taken part in the first phase. These six teacher participants 
had volunteered for phase two during the surveys and they represented six different districts 
in Lai Chau, namely Than Uyen, Tan Uyen, Tam Duong, Phong Tho, Sin Ho and Muong Te. 
In addition to the two main research phases, some documents such as training programs 
linked with teacher pre-service education in Vietnam were analyzed in order to add another 
perspective to the information that teachers had shared in their surveys, interviews and 
classroom observations. 
4.2 Research Plan 
As previously noted, this research involves a mixed-method design for data collection 
and analysis to offer an insight into teaching Vietnamese as a second language to Indigenous 
children in preschool. The research design comprises two main stages as illustrated in Figure 
4-1. 
4.2.1 Stage one: Survey. A survey was developed for collecting detailed 
information about teachers across Lai Chau province. This survey was developed for pre-
school teachers in both English and Vietnamese, as shown in the appendices. Closed-ended 
questions focussed on participants’ demographics, education and training, and provided 
general information regarding teachers’ beliefs about teaching Vietnamese language to 
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Indigenous children. Open-ended questions sought explanations about teachers’ practice of 
teaching an L2 in preschools to Indigenous children. These questions aimed to explore 
teacher participants’ beliefs and conceptions about teaching an L2. A second aim of the open-
ended questions was to ascertain the extent of professional learning and preparation teachers 
in Lai Chau typically have regarding L2 acquisition and pedagogies to support Indigenous 





Figure 4-1 Explanatory Sequential Mixed methods Design for Teaching Vietnamese language as a second language for Indigenous Preschool 
Children in Lai Chau, Vietnam. 
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The qualitative methods in this study comprised of document analysis, interviews, and 
classroom observations.  
4.2.2 Stage 2a: Document analysis. Document analysis was conducted using 
documents linked to teachers’ background knowledge, such as pre-service teacher education 
curricula in vocational schools, colleges, and universities. The documents examined were 
those that the teachers mentioned in their surveys and interviews. Documents were sourced 
from the Ministry of Education and Training websites and teacher education course 
publications available online and in hardcopy.  
4.2.3 Stage 2b: Observation and interviews. Observation and interviews were 
expected to be conducted with eight preschool teachers who had taken part in the survey and 
who taught in eight different districts in Lai Chau. This ensured a good representation of 
teachers across the eight districts that comprise Lai Chau. Participants were selected 
according to: their indication on the survey that they would be willing for the researcher to 
conduct classroom observations for two days, their school’s location within Lai Chau, and 
their years of teaching experience. However, in the practice, unexpected changes as the data 
collection commenced meant that two teachers were suddenly unable to participate and I was 
not able to recruit new teachers in the tight time frame. Therefore, there were six preschool 
teachers in the observations and interviews stage.  
 Field observations were undertaken in teacher-participants’ classrooms. The 
emphasis during the observation was on documenting the teaching methods used by 
participants without altering or manipulating them. Field notes were taken to record what was 
observedand after observation, all data were summarized in descriptive form. Participants 
were asked to share their planning documents and other resources used in teaching 
Indigenous children Vietnamese. Teaching resources were also considered as data and 
analyzed for the study. 
 Interviews were used to explore the teacher-participants’ perspectives in teaching 
Indigenous children a second language. Interviews created an opportunity for teachers to 
share their experiences and for the researcher to seek clarification and elaboration on those 
experiences. Semi-structured interviews allowed the researcher to ask each participant the 
same series of questions. All questions were asked in face-to-face settings, and were audio 
recorded, transcribed, and later translated from Vietnamese into English by the researcher.  
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 The researcher visited each participating school in Lai Chau for two working days 
to observe the classroom and interview the teacher. The interview was held on the second day of 
observation in order to make sure that the researcher and the teacher had enough time to become acquainted with each other 
and that the teacher felt comfortable to share their story. The interview was carried out after at least half a 
day of observation and ideally at the children’s nap time. At that time, teachers had free time 
to talk with the researcher, and after a half day of observation, the researcher had better 
understand the context of learning and teaching in the school as well as the teacher’s 
characteristics. This helped the researcher to consider some sub-questions to assist the 
interviewees to concentrate on the questions that the researcher had prepared before visiting 
the school. In the interview the researcher avoided direct discussion of the observation that 
had taken place in the interviewees’ classrooms so that participants did not feel that their 
teaching was being assessed.  
4.2.4 Participants (the sample). This study was undertaken in Lai Chau province, 
Vietnam, and teacher-participants were recruited from professionals who work with children 
in early childhood care and development settings. There are about 2000 preschool teachers in 
Lai Chau. Thus, the number of expected participants was approximately 200 early childhood 
teachers. This number was estimated to be a reasonable representation (~10%) of the total 
number of preschool teachers in Lai Chau. Geographical challenges in connecting with 
preschool teachers in Lai Chau, lead to the choice of non-probability, convenience sampling 
as an appropriate method to recruit participants for the survey. After the survey, purposive (or 
criterion) sampling was used to invite volunteer participants to take part in classroom 
observations and interviews. Using this method, eight teachers were expected to be selected 
from those who completed the survey and volunteered to take part in phase 2. The selected 
teachers represented the eight districts of Lai Chau.  
Two methods were used to invite teachers to be participants in the study: 
• In some cases, where it was not easy to communicate directly with teachers, the 
researcher sent an invitation to participate via the principals/managers of all 
preschools in Lai Chau.  
• Teachers who enrolled in distance learning / professional development courses run by 
Hanoi National University of Education were also be invited to participate in this 
study. The researcher attended this course and provided teachers with an introduction 
to the study. Teachers at the professional development courses run by Hanoi National 
University of Education were also be encouraged to inform colleagues who were not 
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attending, about the research project and the opportunity to participate (snowball 
sampling). 
 
Project information and consent forms were attached to the survey.  
• After the survey was collected, purposive (or criterion) sampling was used to invite 
volunteer participants for observation and interviews.  Potential participants were 
chosen according to their answers in the survey. In some places such as Tam Duong 
District, and Phong Tho District, the rate of teachers willing to be participants in the 
second stage was higher than in other places. The researcher contacted them through 
email and phone. Some teachers did not reply or had changed their mind about 
participating. Therefore, 40 teachers volunteered for the second stage of this research 
and, in the end, six of them actually participated. They represented each of the six 
districts in Lai Chau, namely Than Uyen, Tan Uyen, Tam Duong, Phong Tho, Sin Ho, 
and Muong Te (see Figure 4-2).  
 
Figure 4-2.  Lai Chau map. From “Laichau” by Lai Chau Government, 2019 
(https://laichau.gov.vn/Files/LCPortal/2017/Thang10/imgnew/bandohanhchinhtinhLChau.pn
g). Copyright 2019 by Lai Chau Government.  
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The six individuals received an email or mail with an information letter and consent 
form.  Participants were given a list of options along with a timeline to choose the most 
convenient date for completing the interview (face-to-face) and observation. At the same 
time, the researcher contacted the Department of Education and Training in Lai Chau 
Province and principals in preschools to get their permission for observations. On the agreed 
date, the researcher travelled to Lai Chau province to collect the data. The researcher took 
field notes during two days of observation in each classroom. Responses were documented 
both in writing and audio-recording.  
4.2.5 Seeking approvals to conduct the study. I received official approval to 
conduct the research from Murdoch University’s Human Research Ethics Committee. I also 
sent an information letter about the study and consent forms for a survey, observation, and 
interview to participants, school headmasters and the head of the Department of Education 
and Training in Lai Chau province, and their permission was granted (see Appendix).  
4.3 Implementation of the Research Plan 
The following sections describe the implementation of the study in detail.  
4.3.1 Developing the survey questions. In order to collect more information about 
teaching the second language to Indigenous children from numerous preschool teachers in 
Lai Chau province, the researcher conducted a cross-sectional survey that included 47 
questions closed and open-ended questions (see the Appendix). The survey was separated 
into three main sections: 1) teachers’ backgrounds that influenced their teaching of an L2; 2) 
teachers’ beliefs about second language acquisition and their perspectives on Indigenous 
children and their learning, and 3) teachers’ perspectives of the challenges and opportunities 
they experienced in teaching an L2 to Indigenous children.  
The closed-ended questions in the survey conformed to the following rules:  
• Content of the question matches the research objectives  
• The question is unambiguous 
• Keep the focus as simple as possible 
• Keep the question as short as possible 
• Use the common language 
• Avoid the use of terms that might bias responses 
• Avoid leading questions 
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• Avoid double negatives 
(Fraenkel, Wallen, & Hyun, 2012; Johnson & Christensen, 2008) 
The first section of the survey contained 16 closed-ended questions that focussed on 
exploring participants’ demographic and professional backgrounds. The second section 
included 28 questions which investigated teachers’ beliefs about learning and teaching the 
second language. The 28 questions were established according to Saris’ instructions on 
designing survey questions (Saris & Gallhofer, 2014).  Saris and Gallhofer (2014) outlined 
three procedural steps in designing survey questions:   
• Specification of the concept-by-postulation in concepts-by-intuition  
• Transformation of concepts-by-intuition in statements indicating the requested 
concept  
• Transformation of statements into questions  
While “concepts-by-postulation receive their meaning from the deductive theory in which 
they are embedded,” concepts-by-intuition “are more or less immediately perceived by our 
sensory organs (or their extensions) without recourse to a deductively formulated theory” 
(Blalock, 1990, p. 34). Therefore, “concepts-by-postulation are less obvious concepts that 
require explicit definitions,” and “concepts-by-intuition are simple concepts, the meaning of 
which is immediately obvious” and they include “judgments, feelings, evaluations, norms, 
and behaviors” (Saris & Gallhofer, 2014, p. 16 ). According to three steps of instruction, the 
questions used in the survey of this study were defined. The three steps for formulating the 




Figure 4-3.  Operationalization of teachers' attitude toward learning and teaching the second 
language for Indigenous children in Lai Chau. 
 
Based on “The Beliefs About Language Learning Inventory” (BALLI) (Horwitz, 1985) and 
the “Principles of Instructed Language Learning” (R. Ellis & Shintani, 2014), 24 survey 
questions in this study that link  L2 acquisition with L2 teaching pedagogies (Box 1 and Box 
3) were constructed. See Table 4-1 below:  
Table 4-1  
Survey Questions about L2 Acquisition/Learning and Teaching 
Teachers’ beliefs about pedagogies that should be used in class (Box 1) 
Q23: Simple Vietnamese sentences should be taught before complex ones. 
Q24: Using a learner’s native language will support learning a second language. 




Teachers’ beliefs about pedagogies that should be used in class (Box 1) 
Q29: Exposure to / immersion in a second language is sufficient for successful 
learning. 
Q30: Teachers need to cover language structures in all classroom activities. 
Q31: Teachers need to correct all  oral speech. 
Q32. In preschool, teachers should focus on teaching oral language. 
Q33: Teachers should teach a second language through play activities in preschool. 
Q34: Reading books and storytelling can be used to teach a second language to 
preschool children. 
Q35: Teachers should explain new words in second language books before reading or 
telling a story to Indigenous children. 
Q36: Using Indigenous folktales translated into Vietnamese helps Indigenous children 
acquire a second language. 
Q37: Indigenous preschool children can learn the second language by singing 
Vietnamese songs. 
Q 38: Preschool teachers can use technological tools such as videogames and the 
internet as teaching methods to teach Vietnamese to Indigenous children. 
Q39: For successful language acquisition, Indigenous children should be involved with 
native peers of the second language. 
Q40: Focusing on meaning is more important than using grammar correctly in 
conversation. 
Teachers’ beliefs about L2 learning and factors influencing L2 learning (Box 3) 
 
Q17: Native language learning and second language learning are different 
Q18: Learning a second language is an additional burden for young Indigenous 
children. 
Q19: Indigenous children growing up in families with parents who can speak 
Vietnamese learn the target language faster than their peers raised in families with 
parents who do not speak Vietnamese. 
Q20: A second language can be learned through conversation alone. 
Q21: Learning a second language is like learning your first language. 
Q22: Mistakes in a second language come from the learner’s native language. 
Q25: There is a silent period in learning a second language. 
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Teachers’ beliefs about pedagogies that should be used in class (Box 1) 
Q26. It is not necessary for learners to speak until they feel ready. 
Q27: Anxiety can prevent successful language acquisition. 
 
Participants were expected to answer the questions freely, so during the survey, the 24 
questions were not ordered according to the themes above.  
4.3.2 Data Collection.  Once ethics approval from Murdoch University was 
received and permission from the Department of Education and Training in Lai Chau 
province was granted, data was collected twice across a period of three months. The first 
stage of collection covered survey data, and this spanned a two month period during which 
teachers were on summer vacation and attending in-service education. The second stage 
covered observation and interview data collection over the course of a month during the 
middle of the Vietnamese school year. The three and a half month gap between the two 
stages was used to analyze quantitative data from the survey and to choose participants for 
the second stage. The data were analyzed using both quantitative and qualitative descriptive 
techniques. 
4.3.2.1 Phase One: Survey data collection. 
Direct administration to a group was used as the main method to collect the data as I 
had the chance to access most of the potential participants in one place at a teachers’ training 
center in Lai Chau. The chief advantage of this approach was that it elicited a high rate of 
response, and presented me with the opportunity to explain the study and answer any 
questions that the respondents had before they completed the questionnaire. Mail and online 
surveys were also distributed in case the sample targeted at the training center were not 
representative of teachers working across all districts of Lai Chau province.  
In the beginning, I intended to meet preschool teachers who studied in-service 
education at the Continuing Education Centre in Lai Chau (CECLC) and to contact other 
participants and school headmasters individually. Fortunately, one teacher at CECLC 
introduced me to another in-service course in Lai Chau Community college. This provided 
further opportunity to recruit participants directly.   
A survey was first designed in English, and then translated into Vietnamese and 
piloted at the Continuing Education Centre in Lai Chau with a sample of preschool teachers 
(n=12). Teachers responded to the questionnaire and provided feedback and comments on the 
content and wording of the full survey. The survey was subsequently developed in 
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Vietnamese. Some terms needed to be explained in detail, such as the “silent period” in 
acquiring a language. Thanks to the comments and responses, the final version of the 
Vietnamese questionnaire was sent to other preschool teachers. I encouraged teachers to let 
their colleagues who did not attend the Centre know about the research project and provided 
them with the opportunity to participate (snowball sampling). Other potential teacher 
participants in schools who did not attend the training courses and did not use the internet, 
were provided with paper surveys via post, with the cooperation of the school principal. The 
paper surveys delivered to the schools included postage-paid envelopes that allowed 
participants to return completed surveys directly to the researcher. All surveys were delivered 
and collected in ways that ensured the confidentiality of teachers’ responses. 
Both online and paper surveys were used in this research, and 371 paper surveys were 
distributed to preschool teachers from eight districts in Lai Chau province.  After one month 
(June to July 2017), 286 surveys were collected (2 online surveys and 284 paper surveys). 
However, only 163 preschool teachers (57% of total responses) returned fully completed 
surveys. One hundred and twenty-three participants did not answer an open-ended question 
about opportunities that teachers have when teaching Indigenous children a second language.  
 The participants were expected to respond to 47 questions that were separated into 
three main themes, as described below:  
Teachers’ background 
In the first section, several items were included to capture teachers’ backgrounds and 
experiences. The first four questions focussed on general information about teacher 
demographics (gender, age, ethnic group, and language ability). The fifth question asked how 
many years teachers had worked in ECE. This was followed by eight questions on teachers’ 
academic backgrounds and their in-service education. In the last questions two in this section 
teachers were asked to share information about children’s first language in the classes they 
teach.  
Teachers’ beliefs about second language acquisition and their in-class methods and 
teachers’ perspectives on Indigenous children and their learning.  
In the second and third sections of the questionnaire (questions 17 to 44), responses were 
recorded on a six-point Likert scale about teachers’ beliefs in L2 learning and teaching (1= 
strongly disagree, 6= strongly agree, with no neutral or ambivalent answers).  
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Teachers’ sharing their disadvantage and their opportunities in teaching the second 
language to Indigenous learners.  
Two open-ended questions (questions 45 and 46) encouraged participants to express their 
views and practices in teaching Indigenous children.  These questions aimed to provide data 
to evaluate teachers’ beliefs and their conceptions about teaching an L2 (see appendix for the 
full survey). 
4.3.2.2 Phase Two: Observation and Interview data Collection.This qualitative stage 
in my study was considered to be a case study because the case study “explores in depth a 
program, an event, an activity, a process, or one or more individuals” (Creswell, 2003, p. 15), 
and this stage was intended to describe how preschool teachers in Lai Chau experience 
teaching an L2 to Indigenous children.  A case study needs a relatively homogeneous group 
of participants (Creswell, 2013): the participants in this study were working as preschool 
teachers in different districts of Lai Chau Province, and had already participated in the phase 
1 survey which examined their beliefs about teaching Indigenous children Vietnamese as a 
second language.  
  Observations and interviews were conducted at the teacher’s school, in person. The 
basic demographic information of six participants is provided in Table 4-2 below.  
Table 4-2  




School District Current 
class 














Female Tay 9 Vietnamese 














School District Current 
class 














Female Kinh 13 Vietnamese 







Female Kinh 8 Vietnamese 





Female Thai 8 Vietnamese 
Thai 













The study participants were six preschool teachers: two Kinh teachers, Thu and 
Thanh, who have Vietnamese as their mother tongue; one Tay teacher, Dao, who speaks Tay 
and Vietnamese; and three Thai teachers, Diem, Chi and Lan, who have Thai as their first 
language and Vietnamese as their second language.  
Participants were categorised into three groups based on their teaching experience. 
One teacher, Diem, had less than five years’ experience and had never rotated to a second 
preschool since her graduation from pre-service education. Four teachers, Dao, Thanh, Chi 
and Lan, had between eight and nine years’ experience of teaching Indigenous children, and 
the most experienced teacher was Thu, who had spent 13 years teaching Indigenous children. 
Four of the teachers who had more than five years teaching experience, Dao, Thanh, Chi, and 
Thu had experience working in more than two preschools, and one Thai teacher, Lan, had 
taught in different satellite classes in one school for eight years. Diem was the only teacher 
who had the chance to teach children who share her mother tongue. Thu and Thanh are Kinh 
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teachers and cannot speak any Indigenous language. Lan can speak three languages, 
including La Hu, which is used by her children in Binh Lieu school. She explained that she 
attended a La Hu language class run by the local government every weekend in 2011. A brief 
description of each teacher and her class is presented in the following paragraphs.  
Dao 
Dao, a native Tay, was a preschool teacher with nine years’ professional experience working 
with 3-year-old Indigenous children in Lai Chau. She was born in Yen Bai povince and 
studied for two years to gain a Diploma at Hung Vuong University before moving to work in 
Lai Chau. Dao had transferred to Phuc Thanh preschool in Than Uyen district in September 
2017 at the beginning of the school year in Vietnam. She had experience in working at two 
other preschools before moving to the new school and had never taught Tay children. At the 
time of observation and interview, she was teaching in a satellite school in Sa Ngua village, 
and the children in her class were members of Thai and H’Mong groups.  
Diem 
Diem was the youngest teacher interviewed and observed. She is a Thai native speaker and 
had been a Vietnamese learner since the age of six. Diem worked at the main branch of 
Thanh Binh preschool, which has one main branch and three satellite schools in small 
villages in Tan Uyen district. Diem spent most of her time teaching t3-year-old children. 
Because of structural changes in the school, teacher Diem was transferred from teaching 3-
year-old children to teaching 5-year-old children. She was a novice in teaching 5-year-old 
children and had had just two weeks of teaching experience before the researcher came to her 
class. At the time of observation, she worked with another teacher Men, who had been 
teaching 5-year-old children since the beginning of the school year. Diem is the only 
participant in this study that had the chance to teach children from her own ethnic group.  
Thu 
Thu had 13 years of experience in teaching Indigenous children. She was a model teacher 
who lived in Lai Chau city and she spent more than 30 minutes each day travelling by 
motorbike to her preschool, Thanh Hoa preschool in Tam Duong district. Thu said that 
although she was offered the chance to transfer to another school, which is nearer to her 
house, she refused this opportunity because she loves to teach Indigenous children. During 
more than a decade of teaching, she had experienced many different environments and 
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supported children from such groups as Thai and H’Mong. In T.S preschool, Thu was 
assigned to work in the main school. She said that all the 5-year-olds in her class were Giay 
people and they loved to go to school. In addition, she confirmed that in the village where 
this school is located, parents are interested in children’s learning. The parents also use 
Vietnamese fluently.  
Thanh 
Like Thu, Thanh is a Kinh teacher. She had eight years of experience in teaching Dao and 
Thai children at two different schools. At the time of this study, Thanh was teaching at 
Khong Minh preschool in Phong Tho district. Her class belonged to one satellite school that 
was one kilometer from the main school. Unlike other participants, Thanh was responsible 
for one class with 22 five-year-old Thai children without the support of another colleague. 
Teacher T said that the parents were Thai and could speak Vietnamese fluently. They were 
also interested in their children’s learning.  
Chi 
Chi, a Thai woman, was teaching in a satellite school that belongs to Thanh Bach preschool 
in a border village. Teacher Chi said that this satellite school faced many difficulties. It was 
set up in September 2017, and there was no formal classroom and a lack of learning and 
teaching materials. There is 30 kilometers of mountain road from the main preschool to this 
satellite school. Tucked deep into the mountain, this road is dangerous and in dreadful 
condition. Strong nerves are required to negotiate it.  
There was only one class of children whose ages ranged from from 3 to 5 years old in this 
satellite school. The school was new and under construction at the time of the study. A 
classroom for children under 5 years old and one for grade 1 and grade 2 elementary students 
had been set up in the village patriarch’s house. However, there was no electricity, and 
teachers relied on soldiers to share power from an electricity generator. In the temporary 
classes, there was no space for a children’s toilet.  
Teacher Chi was the first teacher in this preschool. She said that another teacher, Binh, had 
been assigned as a second teacher one month after her. because this was the first year of the 
new satellite school. The two teachers and Chi’s husband, also an elementary school teacher, 
lived in shared accomodation.  The teachers stayed in the village during the week and 
returned home at the weekend. Their uncomfortable accommodation was located in the 
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village patriarch’s house. This house had three rooms;one was used as a classroom for 
children under 5 years old, and the two other rooms were used as bedrooms for teachers. 
Outside of the house, a hut was used as an elementary school classroom. 
An unexpected change in the teacher’s schedule during my visit meant that the classroom 
observations were split over the afternoon of one day and the morning of the next. The 
teacher, Chi, shared her timetable in detail with me during the interview to ensure that I had a 
clear understanding of what usually happened in her class.  
Lan 
Lan had been teaching at Nam Sa satellite school for eight years. The satellite school is 16 
km from the main preschool, Binh Lieu, in Muong Te District. This is the most remote area 
of Lai Chau. Lan said that her satellite school is located in a residential area with low levels 
of education. The local people are from the ethnic minority, La Hu. This group is one of the 
smallest Indigenous groups in Lai Chau province. In the past, the La Hu did not settle in one 
place for very long. In order to encourage children to attend school, the Vietnamese 
Government built houses and set up a village for the La Hu people. However, the La Hu 
continued using their shifting cultivation methods and maintained their nomadic lifestyles. In 
the satellite school, there are three preschool classes (one for children under 2 years old, one 
for 3-year-old children and one mixed-ageclass for   and 5-year-olds) and three elementary 
classes for grades 1 to 3. Six of the teachers in this school are Indigenous, and two of them 
were La Hu. In Lan’s class, there were 22 La Hu children ranging from 4 to 5-years-old. 
During the two days of observation, it was very cold and foggy. In the morning, the teacher, 
Lan, went to the children’s houses to call them to go to the class.  
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4.3.2.3 Data gathering method.  There is value in collecting data from participants in 
multiple ways; as Cilesiz (2006) notes “Collecting data from two sources from the same 
participants enables the researcher to compare the information from both data sources and to 
eliminate any inconsistencies, which would indicate untruthful data” (Cilesiz, 2006, p. 60).  
Observations and interviews, two common methods of data collection for qualitative 
research, were therefore used in this study. These two ways of collecting data give the 
researcher the opportunity to observe the class/school and to recognize what teachers do in 
their classes and conduct interviews with each teacher about the observations, their ideas and 
their experiences in practice.  
 The mode of observation used in this research was nonparticipant because the 
researcher did not participate in classroom activities but rather sat at the back of the room and 
observed what happened in the classroom (Fraenkel et al., 2012). In this phase of preschool 
data collection, I chose two days of observation for each classroom for two reasons: firstly, 
children in preschool are young and may not be confident when an outsider comes and 
observes the class. Their behaviors will affect their teacher’s communication and teaching 
and it takes time for children to become familiar with the observer in their classroom. 
Secondly, I was concerned about the reliability of data obtained from observation in the class. 
Each activity in the preschool is limited to under 35 minutes, and if the observer does not 
become familiar with the class timetable, some useful information may be lost. Finally, many 
teachers in Vietnam consider classroom observation as an inspection. If they believe that they 
are being inspected, teachers may over-prepare, and put on a performance to show 
themselves at their best. In planning two days of observation, I hoped to be in the setting long 
enough to get past their “performance” and to see more authentic practice. In each class, the 
researcher “observed all relevant phenomena” (Johnson & Christensen, 2008, p. 188 ) and 
took detailed field notes and pictures during the observations.  
 After the observations, semi-structured interviews were used to explore each teacher’s 
perspective on teaching Indigenous children an L2 in more depth. The interview is a good 
method to confirm the accuracy of what the observer gains from observations (Fraenkel et al., 
2012). In addition to this, the purpose of a phenomenological interview is to describe the 
meaning of a phenomenon that several individuals may share (Marshall & Rossman, 2014), 
and so the interview creates a good space for teachers to describe and reflect on their feelings 
and intentions. Semi-structured interviews in this study were intended to elicit responses 
regarding the practice of teaching a second language to Indigenous children in Lai Chau. All 
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interviews were conducted face-to-face. Participant interviews were conducted at school sites 
and at a time convenient for the teachers. At the beginning of the interview, I briefly 
described the focus of the research and asked permission for recording. I started the semi-
structured interview with the first set of guided questions shown in Appendix B. During the 
interview notes were taken and comments of interest prompted further questions which 
contributed to a deeper understanding of interviees’s views and ideas.  
4.3.3 Data Analysis. Data analysis is the process of organizing, examining, 
interpreting and summarizing the data in order to increase our understanding of teaching 
Vietnamese as a second language to Indigenous preschoolers. In the current study data were 
gathered via a survey, individual face-to-face interviews, classroom observations and 
document analysis.  
Data analysis requires the researcher to work with data, divide the data, and search for 
relationships among them. Data analysis in a mixed methods design consists of two main 
processes that include initially separating quantitative and qualitative data,and then 
integrating the two forms of data (Creswell & Plano Clark, 2018; Onwuegbuzie & Teddlie, 
2003). Creswell and Plano Clark (2018, p. 235) suggest six steps in analyzing data in the 
explanatory sequential design: 
• Analyze the quantitative data and note statistical results that need further 
explanation.  
• Determine the purposeful sample (usually selected from individuals who 
participated in the quantitative phase) that can best explain the phenomenon being 
studied. 
• Design qualitative data collection procedures that identify the types of questions 
that need to be answered by the purposeful sample.  
• Collect and analyze the qualitative data. 
• Develop a table or graph (joint display) that illustrates how the qualitative results 
enhance the quantitative results.  
• Interpret the value added by the qualitative explanations.  
 In this study, I first collected and analyzed survey data that included both quantitative 
and qualitative data from closed and open-ended questions. Based on the results from the first 
phase, I selected individuals who had volunteered to be participants for the second phase (see 
the explanation in the ‘Participants’ section above). After collecting interview and classroom 
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observation data, qualitative analysis occurred to develop an understanding of  teachers’ 
beliefs about L2 acquisition and the methods used in the classroom, and to elaborate on data 
gathered in the survey. The researcher, therefore, had a chance to compare what teachers said 
and what they did in their practice with  their survey responses. 
4.3.3.1 Analysis of survey data.Each survey was encoded before being delivered  to 
the pre-school teachers in Lai Chau. The convention for coding was TQ-X-xyz, in which TQ 
is Teacher Questionnaire, X is an area code from 1 to 8, and xyz is an identification code 
ranging from 001 to 999. The area code from 1 to 8 represented the area code for Lai Chau 
city: Muong Te District, Nam Nhun District, Phong Tho District, Sin Ho District, Tam 
Duong District, Tan Uyen District, and Than Uyen District respectively. TQ1001 was the 
questionnaire issued to the first teacher in Lai Chau city to receive and responde to the 
survey. After receiving the survey responses from participants, all answers for closed-ended 
questions were coded and entered into an Excel spreadsheet. Questions 1 to 16 were the 
multiple choice questions, and the Likert questions were used from question 17 to question 
44. In the Likert questions, numbers 1 and 2 were highly negative and negative choices, and 
numbers 5 and 6 were positive choices and strong positive choices. After coding and storing 
in the Excel file, the data from closed-ended questions were imported into SPSS software. 
Descriptive methods were used as the first step for summarizing data, and discovering trends 
and patterns (Teddlie & Tashakkori, 2009). A description statistic was run in SPSS to provide 
general information about teachers’ backgrounds, such as their ethnic group, work 
experience, and the highest level of formal qualification attained. After the descriptive results 
had been examined, analysis of variance (ANOVA) was used to find differences between 
groups of teachers from different backgrounds (i.e., educational status and teaching 
experiences) and their beliefs about teaching and learning a second language.  
 Qualitative analysis was applied to survey questions 45 and 46. Question 45 and 46 
allowed participants to share their personal perspectives; a pre-defined framework did not 
exist ahead of analyzing the answers. Teachers’ views were thus collected by coding all the 
data that they shared in their answers and is the reason why a thematic network analysis 
approach (Attride-Stirling, 2001) was applied in the study. Before coding the data, I read and 
re-read the teachers’ answer sheets in their entirety. I made notes of thoughts that sprang to 
mind and wrote summaries of each transcript or piece of data analyzed. Then, in the first step 
of data reduction and interpretation, key themes and topics that could shed light on the 
research question were identified, and then a code was developed. A code is a word or a short 
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phrase that captured the essence of the key themes and topics above. I combined NVIVO 
software with traditional material tools such as colored pens, paper, and sticky notes. In 
addition to the hardcopy fomat,  participants’ answers were translated into English and 
imported into NVIVO. In order to facilitate comparison and to lead to a better understanding 
of the research questions, thematic analysis or a “progressive process of classifying, 
comparing, grouping and refining groupings of text segments to create and then clarify the 
definition of categories, or themes, within the data” (Fossey, Harvey, McDermott, & 
Davidson, 2002, pp. 728-729) was applied to explore the interview and observation data. In 
order to find the themes, thematic networks that “is simply a way of organizing a thematic 
analysis of qualitative data”(Attride-Stirling, 2001, p. 387) were used to produce themes from 
the data after the coding procedure. Thematic networks “seek to unearth the themes salient in 
a text at different levels” and “aim to facilitate the structuring and depiction of these themes” 
(Attride-Stirling, 2001, p. 387). Thematic networks include three levels and are developed 
from the first to third level: 1) lowest-order premises evident in the text (basic themes); 2) 
categories of basic themes grouped together to summarize more abstract principles 
(organizing themes); and 3) super-ordinate themes encapsulating the principal metaphors in 
the text as a whole (global themes) (Attride-Stirling, 2001). The process of coding the 
qualitative data was repeated three times, and in each time the data were merged, or splited 
up, and then renamed codes. Once I finished coding the data, I started to abstract themes from 
the codes by clustering them to represent common and significant themes, and then 
constructing the networks. After that, I described and explored the thematic networks in order 
to interpret patterns that arose from the text and linked with the research questions.  
4.3.3.2 Analysis of observation data and interview data.  
A qualitative analysis of observed strategies focussed on examples extracted from the 
classroom observations, field notes and semi-structured interviews with the teachers. I 
applied a theoretical thematic analysis (Braun & Clarke, 2006) and used a phenomenological 
analysis, following Moustakas’ outline (1994) for exploring observation and semi-structured 
interview data. The process of analyzing data was expected to engage the epoché standard, 
and was separated into three main steps, namely phenomenological reduction, imagination 
variation and essence. Epoché is a Greek work that first used by Husserl (1969), meaning to 
abstain or suspend from presupposition or prejudgment regarding the phenomena being 
investigated (Moustakas, 1994). The phenomenological reduction is a cleaning of the raw 
data, where the researcher eliminates overlapping, repetitive, vague expression, and looks for 
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themes that link with the research questions (Yüksel & Yıldırım, 2015). The next stage of 
reduction is imagination variation. This stage  requires the researcher to remove unnecessary 
features by finding a possible meaning of the phenomenon before giving it its final essence. 
The analyzing process is described in detail in Figure 4-4, The step of qualitative data 
analysis, below.
 
Figure 4-4.  The step of qualitative data analysis based on Moustakas’s phenomenological 
analysis. 
 The observations of the teacher-participants’ practices (their behaviors), and the 
interviews reflecting teachers’ experiences were analyzed using the following steps:  
 Firstly, I horizontalized the data by transcribing all observations/ interviews based 
on the field notes and pictures taken in six classrooms. I translated the interviews and relevant 
statements in the observations from Vietnamese into English as literally as possible.  
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 Secondly, I familiarized myself with the data by reading and rereading the 
classroom discourse transcription. In this stage, I based the analysis on the Early language 
and literacy classroom observation, Pre K –tool (M. W. Smith, Brady, & Anastasopoulos, 
2008) and the Early childhood environment rating scale (Harms, Clifford, & Cryer, 2014) to 
analyze the observation data (see the Appendix B). Through using these scales, I could 
compare the interview and observation data from six classrooms and look for topics that 
addressed the research questions on how teachers supported children to learn Vietnamese and 
how teachers provided scaffolding for this process. The interview data was transformed into 
statements representing meaningful phrases which reflected core ideas in teachers’ 
expressions and ignored irrelevant information.  
 Following this, I identified t patterns of teaching methods observed in each 
classroom based on the main principles of instructed language learning proposed by Ellis and 
Shintani (R. Ellis & Shintani, 2014) (see the Appendix B).  Profiles were also created for 
each participant from their interviews, and were informed by their verbatim statements. Each 
individual’s statement which was either shared with those of other participants or unique to 
that individual, was included in teachers’ profiles. The individual profile structure comprised 
teachers’ backgrounds, early experiences in teaching, current experiences, and teachers’ 
expectations. During this stage, I combined the observation and interview analyses to create 
complete individual profile descriptions for each participant.  
 I then engaged in imaginative variation to interpret and further investigate the 
structures that might underlie the participants’ manifestations. I articulated an initial set of 
codes based on these patterns and gathered the codes into the teachers’ pedagogies that were 
mentioned in the interviews and presented in the observations. I defined and named the 
teachers’strategies used in their classes.  
 At the next step, similarities as well as differences based on the individual textural 
descriptions of participants’ experiences were identified. Textual description is a narrative 
that explains a participant’s perception of a phenomenon. In making individual textual 
descriptions, I described the experiences of using participants’ verbatim excerpts from their 
interviews.   
 Following this, all individual textural descriptions representing a unit of shared 
meaning (similarities of ideas), called composite textural descriptions (Moustakas, 1994) 
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were integrated. I selected the most informative and vivid examples of classroom discourses 
in each profile. 
 Finally, after the textual description based on textual descriptions and imaginative 
variation was written up for each participant, I incorporated the textural description into a 
structure explaining how the experience and perspective occurred and created a structural 
description. Six individual structural descriptions were then integrated to make a composite 
structural description. This is an integration of all of the individual structural descriptions into 
a group or universal structural description of the experience.  Finally, I synthesized the 
composite structural descriptions to create a general description, which is called textural–
structural synthesis or essence structural synthesis. This essence does not present universal 
truths, but manifests a specific collection of individual experiences as is reflected by an 
individual researcher (Moustakas, 1994).  
 After all the transcripts had been coded manually , NVivo software was used (Phelps, 
Fisher, & Ellis, 2007) to code the interview data. Text-based data which I had translated into 
English was imported directly into NVivo. The process of reading and coding data was an 
iterative and cyclical process until all codes and themes had been discovered. Each transcript 
was read through twice, and each phrase or paragraph of text that related to a given theme 
was assigned to a node in NVivo. Some of these themes/nodes were constructed ahead of data 
collection because they were first shaped from some structured interview questions. Some 
new themes emerged during the reading and analysis process in response to the data. 
Therefore, individual data were sometimes coded and recorded more than once and applied to 
one or several themes. NVivo allowed the researcher to code and re-code themes multiple 
times. Themes were continuously checked and re-organized until the connections between 
them were defined clearly. The thematic data analysis was an ongoing, organic process 
(Braun & Clarke, 2006).  
The process of analyzing qualitative data in this research was notably challenging 
because observations and interviews were conducted in Vietnamese. I initially transcribed in 
Vietnamese the interviews and all conversations between teachers and children in the 
observations. Data were transcribed verbatim to ensure that the information was captured in 
its entirety.  
Due to the limited time available in the field (conducted in two phases on two 
separate field trips), and limited internet access in some areas in Lai Chau province, I set up a 
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trial interview when collecting data for the survey in June 2017. I interviewed one preschool 
teacher, who was willing to be a participant in the observation and interview stage but who 
would be unavailable during the second data collection phase due to maternity leave. This 
trial interview provided an opportunity for me to pilot the semi-structured interview questions 
that I prepared before collecting data for the second stage in Lai Chau.  
Translating data to English:  Because of time constraints in the field, from the end of 
November to December 2017, I observed and interviewed six participants but did not have 
enough time to translate the data immediately from Vietnamese into English. After returning 
to Australia, transcriptions were returned to the six participants via email to check for 
accuracy and to give the opportunity to add more information if required. The researcher then 
translated all interviews and observation data. The translations were sent back to colleagues 
in Vietnam to double check and endorse the accuracy of the text documents. Analysis began 
after all data had been checked for accuracy by the participants.  
During the translation process, challenges were occasionally presented in finding 
appropriate English words, phrases, or terms that expressed exactly the meaning of 
Vietnamese words and phrases used in the interviews. Also, the use of colloquial Vietnamese 
by interviewees presented a further challenge to the task of translation. In some cases, where 
there were no equivalent words in English, Vietnamese words were provided with an 
explanation in English to ensure that readers who can use Vietnamese would ascertain the 
original meaning of the text.  
4.4 Method Threats to Validity 
The validity of research designs is potentially compromised if researchers do not use a 
variety of strategies to minimize the risk of this. Creswell and Plano Clark (2018, p. 252) 
outline the following validity threats to the explanatory sequential mixed-methods design: (1) 
Failure to identify important quantitative results; (2) Failure to explain unexpected, 
contradictory quantitative results with qualitative data; (3) Failure to connect initial 
quantitative results with the qualitative follow-up.  
I applied some of the strategies suggested by Creswell and Plano Clark to minimize 
potential validity issues. Firstly, in order to receive a variety response from diversified 
participants, I used a variety ofways to contact preschool teachers who worked in the eight 
districts of Lai Chau, before asking them to participate in my survey data collection. Also, 
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after the quantitative data were analyzed, all significant and non-significant findings from 
inferential statistics were considered before offering explanations for the results. Secondly, 
semi-structured interview questions and observation guidelines were focussed on identifying 
and examining participants’ methods and strategies used in teaching an L2. Thirdly, 
participants in the second phase formed a subset of the participants in the first quantitative 
phase. This way of recruiting ensured that participants provided deeper explanations of the 
phenomenon.  
In each phase of this study, the researcher made an effort to minimize validity threats. 
This was especially true of the second phasewhere the trustworthiness of data interpretation is 
the main threat to validity to be considered.  In this phase, I followed several measures to 
address potential threats to validity. Firstly, I utilized a bracketing process or epoché / 
withholding of the assent process (Eddles-Hirsch, 2015; Moustakas, 1994) to avoid making 
negative judgments when taking notes in the classrooms in Lai Chau. Secondly, following 
Merriam’s suggestion (Merriam, 1995) that member checks can be used to ensure validity, 
phase two participants were sent a copy of their interview responses to verify the accuracy of 
the researcher’s notes and interview transcripts. This method of checking data frames all 
research participants as co-researchers in phenomenological research (Moustakas, 1994). 
Thirdly, in order to demonstrate the transparency of the research process, I provide a detailed 
description of the selection of participants and how data were collected and analyzed and 
reported the limitations of the study. Detailed information about each participant is also 
provided to help readers contextualise the findings and  understand how the data were 




CHAPTER 5: TEACHERS’ BELIEFS ABOUT SECOND LANGUAGE 
ACQUISITION AND THE RELATIONSHIP BETWEEN TEACHERS’ BELIEFS 
AND THEIR EDUCATION BACKGROUND  
This chapter explores preschool teachers’ beliefs about second language acquisition in Lai 
Chau province. Lai Chau is typical of highland provinces in Vietnam where the proportion of 
Indigenous minority groups is high. Data were collected from surveys with both closed and 
open-ended questions. The participants in this study were made up of more than 200 public 
preschool teachers from eight different districts in Lai Chau. An analysis of the quantitative 
data survey is presented to indicate several practical implications, such as the connection 
between teachers’ knowledge of second language teaching to Indigenous children that was 
acquired from their pre-service and in-service teacher education programs and their practice. 
It also explains some factors that influence teachers’ beliefs and perspectives about 
Indigenous children and pedagogies in their classes.   
5.1 Teachers’ background 
The study sample consisted of 286 preschool teachers from public preschools across 
Lai Chau province, Vietnam. The percentages of participants from the eight districts were not 
equal because the number of teachers who were willing to participate in this study that came 
from different areas in Lai Chau is not the same. The data shows that all participants are 
female. Figure 5-1 below shows that the highest percentage of preschool teachers who took 
part in this research work are from the Than Uyen District (28%) while the lowest percentage 




Figure 5-1.  Participants divided by different districts in the Study.  
Table 5-1 provides a breakdown of participants’ demographic backgrounds by age 
and ethnic group while Table 2 reflects teachers’ professional backgrounds. Excluding 
missing answers, all respondents were female (n=283, 99%), and the majority of them were 
young (60.1% were less than 30 years old). The teachers come from 13 different ethnic 
groups, and the majority of them (154/285, 53.9%) are Indigenous people. However, the 
proportions of these groups is different. While a large number of participants are from the 
Kinh group (45.8%), the lowest number are from the Giay, Xa Phang, Cao Lan, and San Chi 
groups (0.3%).  The Thai group form the largest group of Indigenous teachers in this research 
(33.2%). In Vietnam, the retired age for women is 55 years old and for men is 60 years old. 
Therefore, four age categories were devided in order to collect information about teachers’ 
life experiences as well as teaching experiences.  
Table 5-1  




than 30 31-40 41-50 
51 and 
above 








Participants who took part in survey round
Lai Chau Muong Te Nam Nhun Phong Tho






than 30 31-40 41-50 
51 and 
above 
Thai 62 28 1 0 91 (33.3%) 
Dao 9 3 0 0 12 (4.4%) 
Giay 5 0 0 0 5 (1,8%) 
Nung 0 2 0 0 2 (0.7%) 
Ha Nhi 4 0 0 0 4 (1.5%) 
H’Muong 7 5 0 0 12 (4.4%) 
Cong 2 0 0 0 2 (0.7%) 
Xa Phang 1 0 0 0 1 (0.4%) 
Lao 3 0 0 0 3 (1.1%) 
Tay 5 7 0 0 12 (4.4%) 
Cao Lan 0 1 0 0 1 (0.4%) 





5 (1.8%) 1 (0.4%) 273 (100%) 
Note: Percentages are given in brackets. 
 
Table 5-2 provides details of teachers’ professional backgrounds. Almost all 
respondents (117 or 89.3%) who are Kinh teachers (n=131) said that they only use one 
language, and only eight of them (6.1%) speak more than one language. In contrast, with the 
exception of five Indigenous teachers (three Muong teachers, one Lao teacher, and one Nung 
teacher) who cannot speak their mother tongue and only use Vietnamese, 133 Indigenous 
teachers can speak at least two languages (133/282, 47.2%). In all, there were 122 teachers 
who only speak one language. Other participants can speak three (15, 5.3%) or four 
languages (0.7%). Teachers’ ECE experience ranged from one to more than twenty years. 
7/286 participants did not share their information while 88% of reporting teachers (252/286) 
have less than ten years’ experience in ECE, and among them, 125/286 participants have 




Table 5-2  
Teachers’ Professional Backgrounds by Number of Languages, Formal Qualifications and Years in ECE 
 Years in ECE (n=279)  
Ability to use 
different languages 
(n=282) (Self-
reported by the 
teachers) 
Teachers’ formal 



























3 9 36 25 3 0   76 
College qualification 
(n=48/284) 
2 4 7 12 2 1   28 
Bachelor degree 
(n=34/284) 
0 1 5 3 5 0   14 





0 19 54 31 4   0 108 
College qualification 
(n=48/284) 
3 1 6 0 6   1 17 
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 Years in ECE (n=279)  
Ability to use 
different languages 
(n=282) (Self-
reported by the 
teachers) 
Teachers’ formal 

























0 0 7 7 1   0 15 





  1 7 2 1     11 
Bachelor degree 
(n=34/284) 
  0 1 2 2     5 





    1 1       2 
Total     1 1       2 
Total Vocational school 
(n=202/284) 
3 29 98 59 8 0 0 197 
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 Years in ECE (n=279)  
Ability to use 
different languages 
(n=282) (Self-
reported by the 
teachers) 
Teachers’ formal 

























5 5 13 12 8 1 1 45 
Bachelor degree 
(n=34/284) 
0 1 13 12 8 0 0 34 
Total 8 35 124 83 24 1 1 276 
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Based on teachers’ responses, 70% of participants hold a vocational certificate that 
normally takes two years of training in a vocational school. The proportion (or percentage) of 
participating teachers who completed a diploma (college qualification) or a bachelor’s degree 
is comparatively low: 17 % and 12% respectively.  
 The survey also explored how teachers prepare to teach Vietnamese in preschools. 
Forty-three percent (122/286) of the study’s teachers, however, did not answer the questions 
about their pre-service education and whether they had completed any courses in teaching 
Vietnamese as a second language to young learners. Also, 54% (155/164) of the preschool 
teachers who answered these questions confirmed that they had not attended any courses in 
teaching a second language as part of their formal preparation before becoming early 
childhood educators. Only nine teachers (9/164, 3.4%) had taken courses that supported 
teaching Vietnamese as a second language in their pre-service education and most of them 
believed that formal training courses were useful. A majority assessed that their courses were 
very useful (n=9, 44.4%) or moderately useful (33.3%). Two of these teachers shared 
information about their institutions, L. C. Community College and H. B. Teachers Training 
College, where they followed these courses.  
Most of the teachers (156/228, 54.5%) reported that they acquired new skills through 
workplace experience rather than through attending in-service education courses. 228/241 
teachers who answered the question “How many times have you attended the course Support 
for teaching Vietnamese language for Indigenous children run by DOET or MOET confirmed 
that they had never attended. Some teachers (42/228, 14.7%) experienced free courses run by 
the MOET, and a small percentage (3/228, 1%) paid DOET themselves to learn an 
Indigenous language (see Table 5-3). Three teachers (1%) shared that they had enrolled in a 
H’Mong language course in order to use this as an additional language in their class. 
Although the percentage of teachers who had been trained to teach Vietnamese as a second 
language in pre-service education is low, there are some teachers, as noted above,  (8.4%) 
who did nothing in their in-service education to improve their second language teaching 
skills. This suggests that there are a number of teachers who have not experienced training 
courses in teaching a second language either in pre-service or in-service education.  
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Table 5-3  
Numbers of Teachers who have Experienced a Course on Teaching Indigenous Children 











Lai Chau city 19  0 0 0 19 
Muong Te 12 0 0 0 12 
Nam Nhun 32 0 0 0 32 
Phong Tho 17 1 0 0 18 
Sin Ho 37 0 0 0 37 
Tam Duong 31 0 6 3 40 
Tan Uyen 10 0 0 0 10 
Than Uyen 70 2 1 0 73 
Total 228 (94.6%) 3 (1.245%) 7 (2.9%) 3 (1.245%) 241 (100%) 
 
MOET in Vietnam has a policy to strengthen Vietnamese language in schools, and therefore, 
a Support for teaching Vietnamese language course was run by both MOET and DOET. 
However, more than 90% of teachers (228/241) in the research have never attended this or 
other relevant courses. Only 5.4% of them (13/241) followed this course and almost all of 
them (11/13, 84.6%) appreciated the benefits of the course. The percentages of those 
attending these courses once, twice or three times, and more than three times were 1%, 2.4%, 
and 1% respectively.  
 In addition to benefiting from training courses, 73.6% teachers (198/269) reported 
that their schools provided group discussion about teaching Vietnamese as a second 
language. 71/269 teachers have never had a chance to attend a group discussion because their 
schools did not provide it. Teachers also reported that they learned from each other about 
teaching a second language. For example, 51.4% of these teachers (147/277) asserted that 
they learned a moderate amount from their colleagues. In contrast, one-third of the teachers 
reported that they learned only a little from their colleagues (90/277 or 31.5%) or did not 
learn anything from them (8/277 or 2.8%).  
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Based on the survey, teachers shared general information about the languages 
children used in their classes. In their classes, most teachers (244/276, 85.3%) confirmed that 
students spoke the same first language. However, at least 69.4% of teachers (199/271) 
reported that children’s first language was not Vietnamese. Furthermore, 3.3 % of teachers 
(9/271) pointed out that in their classes, children used a different first language or did not 
share the same mother tongue.  
Table 5-2 above provides details about how many languages teachers can use in 
these settings, and Table 5-4 shows the most common first language spoken by children in 
their classes.  
Table 5-4  
The Most Common First Language that Children Speak in Teachers’ Classes, According to 
Teachers’ Report 
Chilren’s first language Frequency (counts) based on teachers’ 










Ha Nhi 1 
 
Based on these tables, it can be seen that only 12 teachers (Table 5-1) can use the 
H’Mong language. H’Mong however, is the second most common language that children 
have as their mother tongue. In many cases therefore, teachers cannot use the children’s 




5.2 Teachers’ Beliefs about Second Language Acquisition and Their Methods in The 
Classes 
Based on “The Beliefs About Language Learning Inventory (BALLI ) (Horwitz, 1985) and 
the Principles of Instructed Language Learning (R. Ellis & Shintani, 2014), 25 survey 
questions in this study were organised according to the method discussed in chapter 4- 
Methods. The results of these questions are described in Table 5-5 below:  
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Table 5-5  
Teachers' Beliefs about L2 Learning and Teaching 
 

































Q19. Indigenous children are growing up in families with parents 
who can speak Vietnamese learn the target language faster than 

































































Q24. Using the learner’s native language will support learning a 
second language 
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Q25. There is a silent period in learning a second language (Silent 
period: the period in which the child absorbs the new language 
through listening rather than speaking) 
284 
 







Q26. It is not necessary for learners to speak until they feel ready. 282 
 





Q27. Anxiety can prevent successful language acquisition. 
284 





Q28. In order to learn a second language, learners should be 
immersed in its culture and people. 
285 





Q29. Exposure to/ immersion in a second language is sufficient for 
successful learning. 
283 























6 (2.1%) 23 
(8%) 
0 257 (89.9%) 









Q32. In Preschool, teachers should focus on teaching oral language. 285 
 





Q33. Teachers should teach the second language through play 
activities in preschool. 
286 
 
15(5.2%) 0 16 
(5.6%) 
247 (86.4%) 
Q34. Reading books and storytelling can be used to teach a second 
language for preschool children. 
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Q35. Teachers should explain new words in the second language 
books before reading or telling a story to Indigenous children. 
286 
 







Q36. Using Indigenous folktales translated into Vietnamese is a good 
way to help Indigenous children acquire a second language. 
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Q37. Indigenous preschool children can learn the second language 










Q38. Preschool teachers can use technological tools such as 
videogames and the internet as teaching methods to teach Vietnamese 










Q39. For successful language acquisition, Indigenous children should 









Q40. Focusing in meaning is more important than saying everything 
grammatically correctly during a conversation. 
286 
 








In order to analyse the relationships between these Likert questions and participants’ 
answers, the researcher used factor analysis to group the questions. Factor analysis is a 
statistical method that is “used for examining the relationships within a group of observed 
variables, as measured through questions or items” (Beavers et al., 2013, p. 1). This method 
is a cyclical process of continually refining and comparing solutions until the most 
meaningful solution is found (Tabachnick, Fidell, & Ullman, 2007). 
Before using factor analysis, the researcher assessed the reliability of the 24 survey 
items using Cronbach’s alpha, “the most widely used objective measure of reliability” 
(Tavakol & Dennick, 2011, p. 53).  
Case Processing Summary 
 N % 
Cases Valid 249 87.1 
Excludeda 37 12.9 
Total 286 100.0 
a. Listwise deletion based on all 








The findings showed that Cronbach’s alpha = 0.701. According to Bland and Altman (1997) 
and Tavakol and Dennick (2011), if the values of alpha is greater than 0.7,  the reliability of 
data is confirmed (acceptable). Therefore, all of the items (from questions 17 to 40) in the 
study can be used for factor analysis. 
 
The factor analysis consisted of four steps:  
Step 1: Verification of suitability for factor analysis: 
(1) KMO (Kaiser-Meiser-Olkin) is an indicator which considers the full sample size and the 
correlation between variables (questions). The KMO is used to assess the adequacy of the 
intercorrelations of a set of variables and each variable for an EFA. As insufficient inter-
correlations among variables can lead to unusable EFA results, it is good practice to estimate 
the KMO to assess sampling adequacy prior to performing an EFA. If the KMO is greater 
than 0.5, it is generally agreed that EFA is appropriate.  
(2) Bartlett’s Test of Sphericity tests the overall significance of all the correlations within a 




KMO and Bartlett's Test 
Kaiser-Meyer-Olkin Measure of Sampling Adequacy .718 




A KMO of 0.718 and a significant Bartlett’s test indicate that these questionnaire data are 
appropriate for EFA. 
Step 2: Extract (Extraction) the elements 
To extract factors that are often based on Eigen Values value, only the element with 
eigenvalue> 1 is kept. There were nine components that fully met this requirement. 
Step 3: Rotate the element 
The elements are rotated to make more sense of data, and the method used was Varimax 
rotations. 
Step 4: Make the final decision on how many factors are retained and name (label) the factors 
according to the meaning of the variables.  
Comrey and Lee (1992) provided the following guidelines for item-to-factor loadings to help 
determine if an item should be included among those defining the factor: 
>= 0.45 (20% shared variance): fair  
>= 0.55 (30% shared variance): good 
>= 0.63 (40% shared variance): very good 
>= 0.71 (50% shared variance): excellent 
In addition, once the weak items have been removed, the data should be re-factored in the 
absence of those items for a more refined solution (Pett, Lackey, & Sullivan, 2003). Applying 
these views in this study, the researcher removed variables that had a loading factor of <0.5 to 
keep the suitable items. After three rotations of the element, eight questions (Q37, 26, 40, 18, 
32, 39, 20, 38) were eliminated and seven factors were found. These factors are described in 
the Table 5-6 below:  
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Table 5-6  
Rotated Component Matrix 
Rotated Component Matrixa 
 
Component 
1 2 3 4 5 6 7 
34 Reading books and storytelling can 
be used to teach a second language to 
preschool children. 
.791       
33 Teachers should teach a second 
language through play activities in 
preschool. 
.744       
35 Teachers should explain new 
words in the second language books 
before reading or telling a story to 
Indigenous children. 
.619       
36 Using Indigenous folktales 
translated into Vietnamese is a good 
way to help Indigenous children 
acquire a second language. 
.611       
29 Exposure to/ immersion in a 
second language is sufficient for 
successful learning. 
 .904      
28 In order to learn a second 
language, learners should be 
immersed in its culture and people. 
 .898      
31 Teachers need to correct all 
children’s oral speech. 
  .835     
30 Teachers need to cover language 
structures in all classroom activities. 
  .784     
27 Anxiety can prevent successful 
language acquisition. 
   .732    
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25 There is a silent period in learning 
a second language. 
   .612    
22 Mistakes in a second language 
come from the learner’s native 
language. 
    .769   
19 Indigenous children growing up in 
families with parents who can speak 
Vietnamese learn the target language 
faster than their peers raised in 
families with parents who do not 
speak Vietnamese. 
    .727   
21 Learning a second language is like 
learning your first language. 
     .853  
17 Native language learning and 
second language learning are 
different. 
     -.585  
24 Using the learner’s native language 
will support learning a second 
language. 
      .778 
23 Simple language structures should 
be taught before complex ones. 
      .687 
Extraction Method: Principal Component Analysis.  
 Rotation Method: Varimax with Kaiser Normalization. 
a. Rotation converged in 8 iterations. 
 
In order to use factor analysis, Comrey and Lee (1992) suggested that the sample size 
should be at least 300 participants and the variables that are subject to factor analysis should 
be observed at least 5 to 10 times. However, Guadagnoli and Velicer (1988) affirmed that a 
small size (n>150) should be sufficient if the dataset has several high factor loading scores (> 
.80). In my study, the number of participants was 286 and the dataset had several factor 
loading scores of more than .80 for factor analyzing 24 questions. Therefore, factor analysis 
can be used in this study and can assist in discovering the number of factors influencing 
variables and establishing which variables go together. However, a factor is considered as 
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stable and solid only if it contains at least three items (Osborne, Costello, & Kellow, 2008). 
The results from the factor analysis above offered six factors containing two items, and it 
appeared that the theme of each factor was close to each other. In addition, eight questions 
eliminated from the loading were an important component in exploring teachers’ beliefs in 
learning and teaching an L2. Therefore, based on a main theme of 24 questions that was 
explained in the chapter 4 and the results of factor analysis above, these questions were split 
into four sub-groups as described in Table 5-7 below: 
Table 5-7  
Grouping questionnaires about teachers' beliefs in teaching L2 
Factor Questions Theme 
Teachers’ beliefs about pedagogies that should be used in class 
 
1 






Q24: Using the learner’s native language will support learning a 
second language. 
Q31: Teachers need to correct all children’s oral speech. 
Q30: Teachers need to cover language structures in all 
classroom activities. 
Q32. In preschool, teachers should focus on teaching oral 
language. 
Q33: Teachers should teach a second language through play 
activities in preschool. 
Q34: Reading books and storytelling can be used to teach a 
second language to preschool children. 
Q35: Teachers should explain new words in the second language 
books before reading or telling a story to Indigenous children. 
Q36: Using Indigenous folktales translated into Vietnamese is a 
good way to help Indigenous children acquire a second 
language. 
Q37: Indigenous preschool children can learn second language 
through singing Vietnamese songs. 
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Q 38: Preschool teachers can use technological tools such as 
video games and the internet as teaching methods to teach 
Vietnamese for Indigenous children. 
Q40: Focusing in meaning is more important than saying 
everything grammatically correctly during a conversation. 
2  Q28: In order to learn a second language, learners should be 





Q29: Exposure to/ immersion in a second language is sufficient 
for successful learning. 
Q39: For successful language acquisition, Indigenous children 
should be involved with native peers of the second language. 
Teachers’ beliefs about L2 learning and factors influencing L2 learning 
 
3 Q18: Learning a second language is an additional burden for 
young Indigenous children. 
Factors 
influencing 
L2 learning Q19: Indigenous children growing up in families with parents 
who can speak Vietnamese learn the target language faster than 
their peers raised in families with parents who do not speak 
Vietnamese. 
Q22: Mistakes in a second language come from the learner’s 
native language. 
Q20: A second language can be learned through conversation 
alone. 
Q25: There is a silent period in learning a second language. 
Q26. It is not necessary for learners to speak until they feel 
ready. 
Q27: Anxiety can prevent successful language acquisition. 











A one-way ANOVA was computed which compared each feature of teachers’ beliefs about 
teaching and learning a second language and each characteristic of teachers’ backgrounds in 
Lai Chau (see table Table 5-8)  
Table 5-8  
The connection between teachers' beliefs and their education background
 
 
















Comparison: Teachers’ beliefs about appropriate pedagogies for teaching L2 
 
Kinh vs Indigenous Teachers 
Kinh 131 5.0189 .47307 .04133 .023 .879 .181  









109 5.0400 .43507 .04167 
Teachers’ Language ability 





160 5.0478 .41701 .03297 
Comparison: Teachers’ beliefs about appropriate environments for learning L2 
 
Kinh vs Indigenous Teachers 


































109 4.5933 .93663 .08971 
Teachers’ Language ability 







160 4.5333 .81581 .06450 
Comparison: Teachers’ beliefs about factors influencing L2 learning 
 
Kinh vs Indigenous Teachers 
Kinh 131 4.0160 .63839 .05578 2.587 .109 .238  











109 4.0097 .56478 .05410 
Teachers’ Language ability 





160 4.1108 .58925 .04658 






















Kinh vs Indigenous Teachers 
Kinh 131 4.5725 .83694 .07312 1.238 .267 
 
.594  











109 4.5321 .92114 .08823 
Teachers’ Language Ability 
1 language 122 4.5738 .83980 .07603 1.424 .234 .452  
More than 
1 language 
160 4.4563 .80366 .06354 
 
No significant difference was found when comparing teachers’ beliefs about L2 
learning and their classroom pedagogies between teachers who come from a different ethnic 
group, teachers who can use only one language and those who can use more than two 
languages, and teachers who have less than five years’ experience and those who have more 
than five years’ experience. The results from the ANOVA analysis showed no evidence to 
confirm the relationship between teaching experience and individual background on teachers’ 
beliefs about L2 learning and their pedagogies when teaching an L2. These findings will be 
discussed further in chapter 6: Conclusion and discussion after the qualitative data from the  
open-ended questions, interviews and observation has been analysed.  
The current study includes both a quantitative analysis of preschool teachers’ beliefs 
surveys and a qualitative analysis of the participants’ open-ended explanations of their 
practice in teaching Vietnamese as a second language. Analyzing open-ended questions in 
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this survey will provide more information about practice in this province. The first open-
ended question asked about the challenges, and the second asked about the opportunities that 
teachers experience when teaching the Vietnamese language to Indigenous children. The 
percentage of answers for these questions from 286 collected surveys was 95.1 % and 6.,6 % 
respectively. Although two questions were separated, some participants mixed up two 
answers in their responses. They mentioned opportunities in answer to question 46 instead of 
question 47 and vice versa. Thus, after coding their responses, the researcher had to split the 
answers into different themes that linked to the two open-ended questions.  
5.3 Sources of Challenges and Barriers (n=272) Although some teachers are Indigenous 
themselves, their ethnic groups are different from the children in their classes. One 
teacher for instance, shared that, “I am Muong group. I can speak Muong and 
Vietnamese languages. However, in my class, Indigenous children are an H'Mong 
group” (Teacher No TQ5016).  It explained why half of the teachers (145/272) 
confirmed that language differences cause misunderstanding between teachers and 
children and 17.6% of teachers expressed that it is difficult to teach a second language 
as well as new lessons in the second language. They face particular difficulty at the 
beginning of the school year. As one teacher said, “When I first taught Indigenous 
children, I did not know any words of their language and could not support children 
well. One day, one child told me that he wanted to go to the toilet, and I did not 
understand what he said” (Teacher No TQ5017).  
 Five main barriers to teaching L2 were cited by the pre-school teachers in Lai Chau 
namely, children’ limitations (96.3%), teachers’ limitations (11.8%), job position (10.7%), 
parents (27.6%), and curriculum requirements (0.7%).  
5.3.1 Teachers’ perspectives of children.Many teachers believed that the main 
barrier to teaching Vietnamese arises from limitations associated with the children. Seven 
reasons were given by teachers:  
 *(1) Children are too timid to communicate with others (13.6%), 
* (2) Children’s attendance and absenteeism (7%),  




* (4) Children have limited Vietnamese vocabularies, and they acquire the second language 
slowly (21.7%),  
* (5) Children mispronounce Vietnamese and speak Vietnamese ungrammatically (24.6%),  
* (6) Children prefer to use their first language (7.7%),  
* (7) Children are at different stages of development (0.7%).  
 Thirty seven teachers responded that children are too timid to communicate with 
teachers and their peers, and that the “teacher has to spend more time talking with them” 
(TQ4015). One teacher explained this problem, “Children are shy and scared when going to 
school because they do not have much chance to communicate with others outside their 
community” (TQ6034). This first barrier also links with children’s attendance and 
absenteeism. Nine teachers described that some Indigenous children are too small (normally 
under two years old) when attending preschools while others are older than school age. Two 
contrary cases demonstrate the teachers’  situations: teacher TQ8056 shared that, “Children in 
my class are 24-36 months old. They are naughty and cry all the time. It is very hard for me 
to teach them Vietnamese.” Eight teachers complained about children’s absenteeism. A 
common practice in mountainous areas of Vietnam is one where in preschool classes where 
there are two teachers, one teacher visits each Indigenous student’s house in the mornings to 
call them to school. One teacher reflected that “Children are often absent from the school. I 
am the only teacher in the class so it is difficult to visit children’s houses in the morning to 
call them to school. Because of attending the class irregularly, children do not have a chance 
to improve their Vietnamese” (TQ7010).  
 Another factor that has a negative effect on children’s acquisition of a second 
language is the learning environment. Eighteen teachers confirmed that almost all Indigenous 
children only start to learn Vietnamese when they start school. Teacher TQ6009 responded, 
“My school is located in a small commune that is the residence of H'Mong group. Most 
children cannot speak Vietnamese before going to preschool.”  Also, Kinh people do not live 
in all suburbs of Lai Chau so Indigenous children do not always have the chance to learn 
Vietnamese from Kinh peers. “They depend on the teacher in their class to learn this 
language” (Vietnamese), as teacher TQ5046 said. According to eighteen of the teachers, 
Indigenous children’s families live in thinly populated areas and in cultivated mountain areas, 
they do not get the chance to practice or learn Vietnamese outside of school or to be 
immersed in a Vietnamese speaking environment. Outside of school time, their mother 
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tongue takes priority. Teacher TQ8079 further explained that “almost all of families live 
below the poverty line, so children do not have enough Vietnamese books or children's 
magazines to read and they do not have access to high technology such as television and 
internet in order to learn the target language.” 
 The limitations outlined above relate to children’s limited vocabularies in a second 
language or their misunderstanding of Vietnamese words. Fourteen teachers explained that 
children acquire the second language slowly. They stated that “it is very hard for children to 
retell a story or a poem. They cannot speak long sentences.” (Teacher TQ8040). This fact 
explained why twenty-six teachers talked about how children cannot completely understand a 
lesson that is taught in Vietnamese. In discussing the difficulties children face in acquiring 
new knowledge from lessons conducted in Vietnamese, the question about difficulties 
teachers deal with in teaching the L2 to Indigenous children in Lai Chau was not directly 
answered. However, their reflections about children misunderstanding lessons in class 
highlighted a conflict for teachers. Teacher TQ4040 uncovered that learning an L2 in 
preschool becomes a vicious circle. She observed that “normally, Indigenous children go to 
school at the age of three. According to the curriculum in preschool, children are expected to 
acquire the content of a story, poem, or song. However, the requirement is beyond Indigenous 
children's ability because of their limited vocabularies”. (Curriculum requirements and its 
limitations will be discussed in section 5.3.5)  
 One of the biggest challenges in teachers’ view is children’s mispronunciation in 
Vietnamese. Eighty teachers responded that children mispronounce certain Vietnamese letters 
and speak with a lisp. One teacher shared that “children mispronounce Vietnamese and do 
not speak smoothly. For example, instead of saying "tám" (eight), children say "tá" (dozen), 
even though the teacher corrects their mistakes every day” (Teacher TQ5002). Seventeen 
teachers shared specific Vietnamese letters that children often mispronounce. “They always 
mispronounce Vietnamese letters and tones. For example, they mistake "th" for "t," "b" for 
"v," "l" for "đ" and "high broken tone" (dấu ngã) for "high rising tone" (dấu sắc)”, said 
Teacher TQ 8029. One teacher compared children in her class: “H'Mong children and Thai 
children in my class acquire a second language differently. The way Thai children pronounce 
Vietnamese is quite unlike the way H'Mong children do. Therefore, their mistakes are 
different” (Teacher TQ8037). Although teachers identified children’s problems in learning a 
second language, ten of them confirmed that it is extremely hard to correct children’s 
pronunciation and one teacher said frankly,“I do not know how to help them to correct their 
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mistakes” (Teacher TQ 8064).  
 A few teachers believed that children speak Vietnamese ungrammatically, and that 
this is a challenge for teaching. Children are also at different developmental stages. One 
teacher observed that “in my class, some children are slow in learning how to speak 
Vietnamese compared with their peers” (Teacher TQ6011).  
5.3.2 Teachers’ perspectives of their competence. In addition to the challenges 
presented by the children, 32 teachers pointed out that their own limitations were a barrier to 
their teaching. These barriers come from limited academic knowledge and skills to teach an 
L2 (3.3%), limited language capacity (8.1%) and a lack of support for teaching (0.4%).  
Concerning their  limited education backgrounds as a barrier, three teachers perceived 
that they lack sufficient academic knowledge and skills to teach Vietnamese, and learn only 
from each other. Five teachers claimed that they “have never attended training courses that 
support teaching Vietnamese as a second language to Indigenous children so (they) cannot 
meet all children's requirements” (Teacher TQ1012). There was only teacher TQ4042, who 
was concerned with a lack of knowledge about Indigenous children’s psychology as a barrier 
in the answer to question 46. There were several teachers who mentioned Indigenous 
children’s psychology in the answers to question 47 (this is discussed later). However, this 
raises a question about teachers’beliefs. They may believe that there is a different psychology 
between Kinh children and Indigenous children. This belief causes negative effects on their 
teaching in the class. If teachers hold this point of view, they may believe that it is extremely 
difficult to teach Indigenous children and that these children are unable to reach the same 
academic performance levels as Kinh children. This may lead children to be neglected.  
Although many teachers are from different Indigenous groups, many do not have the 
chance to teach children from their own groups. Twenty-two teachers. therefore considered it 
to be a barrier if they did not speak the children’s languages. Some teachers tried to learn the 
children’s languages, although this is a difficult task. Teacher TQ8018 said, “I tried to learn 
the children’s language -H'Mong -  in order to communicate better with them, but I cannot 
speak proficiently and still mispronounce this language.” Teacher TQ5035 further explained, 
“my Indigenous vocabularies are limited because as a teacher in mountainous areas, I  have to 
rotate to different places to teach different Indigenous groups every five years.” 
Only one teacher argued that “the guidelines for teaching Indigenous children do not 
meet practice requirements. Teaching quality depends on teachers' competencies, and their 
own experience in teaching Vietnamese gained in their practice” (Teacher O1).  
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5.3.3 Teachers’ perspectives of challenges arising from classroom context.  In 
addition to teachers’ limitations, classroom context was mentioned as a challenge that 
teachers faced in practice. Firstly, twenty teachers responded that “learning equipment that 
supports teaching Vietnamese is limited and not attractive enough” (Teacher TQ5023) and 
consequently, “it is difficult to apply technologies in teaching the Vietnamese language” 
(Teacher TQ2004). In Lai Chau, a preschool normally has several satellite schools in 
different mountain villages and material facilities in these school are limited.  As one teacher 
described, “there are many temporary classes and a lack of learning equipment” (Teacher 
TQ6012). Teaching mixed-age groups and teaching more than two Indigenous groups in one 
class presented a second and third barrier for some participants.  
5.3.4 Teachers’ perspectives about perceived parental limitations. The fourth 
challenge mentioned in teacher’s responses was parents of the children in the class. Thirty-
two teachers confirmed that parents are illiterate and cannot speak Vietnamese. Teacher 
TQ8010 responded, “I work for a preschool which is located in H.N commune, T.U District, 
and all of the children come from Indigenous groups. My school has different satellite 
campuses that make it more convenient for Indigenous children to go to their classes. 
However, I have to face many difficulties when teaching Vietnamese to them because almost 
all of their parents are illiterate and they do not speak Vietnamese”. Consequently, they 
cannot help their children to learn or practice the Vietnamese language at home. Twenty-
three teachers said that parents are not interested in their children’s learning. Teacher TQ5050 
explained that “children’s families practice shifting cultivation and they want their children to 
stay at home and work with them instead of going to school.” This factor is linked to 
children’s absenteeism mentioned above. Another teacher reflected that “Parents are not 
interested in their children's learning. They entrust the teacher with all of the responsibility to 
look after their kids” (Teacher TQ8040). Parents do not want to send their kids to the school, 
and thus “sometimes, teachers have to go to children's houses and call them to go to school” 
(Teacher TQ8025) and “if teachers do not pick children up to go to school, parents will let 
them stay home” (Teacher TQ7010). 
5.3.5 Teachers’ perspectives about curriculum’s limitations.The last challenge 
mentioned by two teachers was the ECE curriculum in Vietnam. Teacher TQ4040 explained 
that “normally, Indigenous children go to school at the age of three. According to the 
preschool curriculum, children have to acquire the content of a story, poem, or song. 
However, this requirement is beyond Indigenous children's ability because of their limited 
vocabularies”. Twenty-five teachers also agreed that it is hard to teach new lessons in 
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Vietnamese. Teacher TQ 6006 shared her case: “Children in my class are 2 or 3-years-old 
and their Vietnamese vocabularies are limited. When I explain about the content of a poem or 
a story, children could not understand what I said. It is extremely hard to transmit new 
lessons to children in Vietnamese. They usually learn by rote.” Also, as discussed above, 
many teachers cannot speak the children’s language and use it as a support in the class and 
consequently, they cannot overcome the vicious cycle of teaching the L2 to Indigenous 
children. Teacher O1 pointed out that “the definition of specific objectives of teaching 
Vietnamese to Indigenous children, in the process of preschool education by age is unclear. 
Therefore, many teachers have not taught Vietnamese effectively.” It means that the ECE 
curriculum and expected outcomes for preschool are not appropriate for Indigenous learners. 
It calls for deeper research into the ECE curriculum and the requirements of Indigenous 
children.  
 From teachers’ perspectives, they face five main barriers in the schools. However, 
there were a number of teachers who blame the challenges they face on children and parents’ 
limitations rather than their own limitations and the current curriculum requirements. It seems 
wrong to believe that children are at fault if they do not learn Vietnamese at home before 
going to the school. This reality reflects  confusion amongst teachers in determining the main 
factors that have negative effects on their teaching in preschools. It also highlights low 
competency levels amongst teachers.  
5.4 Sources of Support or Opportunities (n=199)   
 The number of responses from participants in this section is lower than the first 
section that focussed on challenges and barriers because around 30.4% of participants 
skipped this question.  It is possible that the teachers did not find an opportunity to share the 
information or, that they simply chose not to share the information. Several patterns emerged 
from the qualitative analysis of open-ended questions in this study. All teachers reported in 
question 47 that they received support from children, parents, colleagues and others, and that 
teaching an L2 to Indigenous learners brought them  the chance to improve their skills and 
gain useful knowledge.  
Firstly, if teachers come from the same Indigenous group as children, they do not face the 
challenge. Ten teachers responded that they do not face difficulties because they come from 
the same Indigenous group as the children, and can use their mother tongue as a sub-language 
in class to help children. In a typical case,  teacher TQ1013 said that “I'm an Indigenous 
person.  Therefore, when I am teaching children who are from the same group as me, I can 
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translate from Vietnamese into my language and explain in detail to the children. It will help 
children to gain a more in-depth understanding of the lesson and to acquire knowledge 
faster.” 
Secondly, opportunities come from the practice of each classroom. Eight teachers 
gave positive comments about children’s capacities and their interest. Few children generally, 
can speak Vietnamese before going to school so teachers do not face difficulties teaching. It 
was also noted that, “Indigenous children are curious, interested in discovering and eager to 
learn new things” (Teacher TQ5023). Four teachers expressed that they received support 
from children, parents, colleagues and local government. In some places, parents appreciate 
and trust teachers. Teacher TQ5023 said: “Local authorities at all levels propagandize the 
importance of going to school and learning Vietnamese for Indigenous people. My school 
provides further training for teachers regularly. I cherish Indigenous children with all my 
heart. I try to learn the local language to support my teaching in class. I am also assisted by 
colleagues and local people”.   
 Thirdly, teachers have the chance to improve their professional skills (62.3% 
responded) as listed below when teaching the L2 to Indigenous children: 
• Have the chance to gain more teaching L2 skills from practice 
• Have the chance to improve Vietnamese  
• Have the chance to learn children’s language 
• Have the chance to attend different training courses (from schools, MOET/DOET 
and NGO training courses) 
• Have the chance to develop an understanding of Indigenous children 
• Have the chance to develop an understanding of  Indigenous people and their 
cultures 
 Teacher TQ6025 expressed that “I have gathered work experience from practice. I 
have communicated with different Indigenous groups and consolidated my teaching 
experiences from my class and my colleague. I understand that teaching the Vietnamese 
language to Indigenous children is an important task in preschools in mountainous areas like 
Lai Chau province.” Fourteen other teachers supported this view and considered their current 
positions to be good for their future careers. Secondly, one Indigenous teacher and three Kinh 
teachers considered that teaching Vietnamese presented them with the chance to improve 
their own Vietnamese language skills. Also, sixty-three teachers tried to learn the children’s 
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languages. Most teachers taught themselves the children’s language by listening as kids 
communicated with each other as teacher TQ6042 described her situation, “While Indigenous 
children at 5years old talk together, I try to listen and learn their language as much as I can. 
After that, I can translate some vocabulary from their language into Vietnamese and teach 
this vocabulary to children from 2 to 5yearsold in my class.” This effort “reduces the gap 
between the teacher and children. Children become more confident and enjoy all learning 
activities with their teacher” (Teacher TQ 7003).  
 Broadening their knowledge is one common observation made by participants. 
Gaining new knowledge from training courses on teaching an L2 was another area that four 
teachers found to be supportive. Two teachers talked about school training and government 
courses in general, while two others explained in detail about one NGO’s course that they had 
attended. Teacher TQ6013 said that “My school attended training courses for ECE run by 
AEA and the Tosima organization. These opportunities support early childhood teachers to 
better understand the term ‘child-centered’ and how to apply this conceptin practice. We also 
learned how to help Indigenous children to acquire the Vietnamese language.” In addition, 
twenty-eight teachers said that after teaching children for a period of time, they better 
understand Indigenous habits and customs. 
 Besides these points, seven teachers shared their interests in Indigenous children’s 
psychology. An indicative quote is “teaching Vietnamese to Indigenous children creates an 
opportunity for me to become close to them and understand their psychology and their 
desires. I gain more useful knowledge in teaching Vietnamese to Indigenous children” 
(Teacher TQ8010). As discussed above, at least eight teachers mentioned Indigenous 
children’s psychology in their written answers about both the challenges and opportunities 
that they experienced in class. This fact raises at least two hypotheses. First, teachers may not 
completely understand children’s psychology, and believe that Indigenous children are 
different to Kinh children. Second, it maybe an expression of racism. This phenomenon calls 
on administrators as well as educators to pay attention to pre-service education and in-service 
education for preschool teachers. Further, it is necessary to use the mass media as a means of 
explaining children’s psychology.  
  Third, assisting Indigenous children is a marvellous opportunity for teachers to 
improve their competencies as well as promote their future careers. Around 17.6% of the 
teachers responded that they felt happy to help Indigenous children learn a second language. 
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“Teaching the second language to Indigenous children creates a new opportunity for me to 
help them. Teachers and children can use one common language, making them understand 
each other better. Children therefore enjoy their classes. They pay attention to the teacher's 
explanations. They are not distracted by, or chatting with peers in the class. The teacher 
transmits new knowledge more easily to children” (Teacher TQ4014).  
 In addition, few teachers (2%) shared their sympathies with children in learning the 
second language. They understood how difficult it is for children to achieve the target 
language. Thus, two teachers wish to be trained better in L2 teaching. They expressed their 
need for “the appropriate authorities to create favorable conditions for supporting Indigenous 
children to learn Vietnamese” (Teacher TQ5017) and for “local authorities … to open more 
Indigenous language classes for teachers to learn a new language” (Teacher TQ8018).  
5.5 Teachers’ ideas for Teaching an L2  
 Some teachers shared their ideas about teaching an L2 in their responses to questions 
46 and 47. These included the setting up of the classroom environment, calling on support 
from different sources, and efficient teaching methods to use in class. Six teachers agreed that 
creating more activities in class is good for children to practice their Vietnamese. Teacher 
TQ4008 listed play, chat time (in the afternoon) between the teacher and children, 
storytelling and reading books as useful classroom activities. Also, two teachers believed that 
Indigenous children learn Vietnamese faster if there are Kinh children in the class. However, 
this suggestion is not applicable in villages where Kinh people do not live.  
 Seven teachers believe that it is necessary to call on support from different helpers, 
such as parents and older Indigenous children. Teacher TQ8041 responded, “In the class, I 
sometimes have to ask older children who can speak Vietnamese to explain a lesson to 
younger children who cannot understand any Vietnamese words.” Two teachers wanted to 
improve the partnership between teachers and parents. One teacher said, “I encourage parents 
to take care of their children better and become involved in their children’s learning” 
(Teacher TQ5009).  
 Teacher TQ8032 responded, “I encourage children to learn Vietnamese at all times 
and anywhere.” In addition, four ideas related to teaching the L2 to Indigenous children were 
raised by 26 teachers. First, children prefer to learn visually through pictures and illustrations.  
Seven teachers believed that “the illustration is often more useful than a definition for 
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explaining what words mean. Thus, the teacher needs to combine their explanation with 
actions in class” (Teacher TQ5035). Second, learning the children’s language was required 
by eleven teachers. One confirmed, “A teacher needs to learn the Indigenous language in 
order to support children learning Vietnamese” (Teacher TQ5009). Third, five teachers 
reported that they explain the meaning of simple words throught to complex sentences. Two 
teachers shared that they sometimes require children to rote learn new Vietnamese 
vocabulary. Finally, teacher TQ8018 suggested using technology, and said, “I apply the IT 
method in teaching a second language. I allow children to watch and listen to Vietnamese 
cartoons that reflect real life”.  
 As mentioned above, it is not easy for teachers to correct children’s mispronunciation. 
Two teachers discussed ways of correcting children’s pronunciation.  Teacher TQ6005 said, 
“I have three years experience in teaching Thai children. In my case, in order to correct 
children's pronunciation, I combine letters into a word and instruct children to push their 
tongue out to pronounce the letter. For example, Thai children usually mispronounce the 
letter "đ." I ask them to read a word "đu đủ" (pawpaw). I will use Thai language to explain 
some Vietnamese words in more detail if the words are difficult. In an everyday conversation 
in the class, I insist that children use Vietnamese and prevent them from using their mother 
tongue.” 
 Teachers also expressed ideas gained from their own practice. One of 199 participants 
believed that children learn Vietnamese better in mixed Indigenous classes. Three teachers 
found that teaching Indigenous children is different from teaching Kinh children. One of 
them said, “Teaching H’Mong children is different from teaching Kinh children. I need to 
speak slower than normal and use the children's own language to explain Vietnamese 
vocabulary in some cases.  Four teachers shared their strong belief about the benefits of 
bilingual education. They believed “bilingual education will lead to better results than 
monolingual education” (Teacher TQ4002). An indicative quote is, “In my school, we often 
discuss teaching Vietnamese to Indigenous children, and we believe that it is necessary to 
teach bilingual education in preschool. For instance, to teach some difficult Vietnamese 
vocabulary, I have to use my mother tongue to explain the meaning and the pronunciation” 
(Teacher TQ1027).  
 In general, as Teacher TQ6023 suggested, teachers should use Vietnamese all the time 
in class and teach children the target language through play-based learning activities. 
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According to eight teachers, love and compassion are the keys to success. Teacher TQ5009 
responded, “Based on my experience, I believe that the best way to encourage Indigenous 
children to go to school is through a teacher’s love and compassion. Children will feel 
comfortable about going to class, and they will learn better”. 
5.6 Summary of the Chapter 
 Overall, few teachers in this study have had a chance to attend courses that focus on 
L2 teaching in either pre-service or in-service education. However, there is little difference in 
their knowledge about L2 acquisition.  Qualitative data analysis reveals that teachers believe 
that certain common factors such as children, parents, and teachers can have both negative 
and positive influences. They also shared an expectation that it would be useful if 
policymakers understood teachers’ aspirations. Findings indicate several practical 
implications, such as teachers’ beliefs and perspectives about Indigenous children, and 
pedagogies used in their classes.  
When interpreting the findings from this study, several limitations should be considered. 
All questionnaires were translated from English into Vietnamese, and details of some terms 
are difficult to translate or are used in different ways in Vietnamese. The researcher explained 
all the questions in the survey to the participants and was willing to answer all teachers’ 
inquiries. However, some Indigenous teachers’ questions reflect their limited strength in the 
Vietnamese language. They misunderstood some questions such as “how many languages do 
you speak?”, and this was explained many times. Some of them were unable to complete the 
survey because of poor Vietnamese language skills. Some others used oral language in their 
written answers to closed-ended questions. It is difficult for teachers to teach Vietnamese to 
others if they are not proficient in the language themselves. Translating the participants’ 
answers from Vietnamese to English presented a further challenge.  There is a possibility, 
therefore, that their main points may have been misunderstood because of language barriers. 
In addition, some teachers worked together so their answers to open-ended questions were 
very similar. However, this study reflected the real practice of teaching and learning 
Vietnamese as a second language from teachers’ perspectives. It will be a useful reference 
and resource for future research on teaching Indigenous children in Vietnam.  
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To understand the practice of teaching an L2 to Indigenous children in Lai Chau, 
chapters 6 and 7 analyse the qualitative data collected through interviews and classroom 
observations. This addresses two research questions:  
1) What do teachers find valuable and what are they challenged by when teaching 
Indigenous children?  
2) How do preschool teachers teach Vietnamese as an L2 in preschools serving 
Indigenous children?  
The qualitative data is organised into two chapters. Chapter 6 provides the analysis of 
teacher interview data to examine the challenges and opportunities six teachers faced in their 
practice teaching the L2, and outlines methods they believe would be effective in their 
teaching. Following this, data collected through six observed classes is presented in chapter 7. 
Additionally, in chapter 7, there is a comparison between teachers’ stated practice and their 
observed or actual practice. This highlights the range of pedagogies currently deployed by 
the preschool teachers participating in this study when teaching Vietnamese as an L2 to 





CHAPTER 6: EXAMINATION OF PRACTICE: INTERVIEWS- SHARING 
BELIEFS AND STORIES    
The participants selected for the qualitative data collection phase of the study were, as 
discussed in Chapter 4 - Methods, drawn from the survey. Individual teacher interviews were 
conducted in which six teachers shared their perspectives about teaching Vietnamese as an 
L2 to preschool children. These teachers were also invited to share their own stories from 
class. Six individual face-to-face interviews were conducted on the second day of visiting the 
classrooms (see further detail in Chapter 4). At the time of observation and interviews, Dao 
taught 3-year-old children, while Diem, Thu and Thanh taught 5-year-old children. Two 
teachers, Chi and Lan, taught mixed-age classes. In order to make clear the participants’ 
perspectives, the classroom context in which each teacher worked will be briefly introduced.  
6.1 Unexpected Factors Affecting Interviews and Observations 
I visited six classes in six different districts in Lai Chau: Than Uyen, Tan Uyen, Dao 
Duong, Phong Tho, Sin Ho and Muong Te districts. These classes are located in public 
preschools, namely Phuc Thanh Preschool, Thanh Binh Preschool, Thanh Hoa Preschool, 
Khong Minh Preschool, Thanh Bach Preschool and Muong Te Preschool, and used the 
curriculum mandated by MOET. I spent two days observing these classes except for one class 
in Sin Ho district in which I only had one day of observation because of unexpected changes 
to the class timetable.   
Phuc Thanh Preschool in Than Uyen district (Teacher Dao) 
This class was located in Sa Ngua 2 Satellite School which forms part of Phuc Thanh 
Preschool.  The children in this class were 3 years old and came from Thai and H’Mong 
communities. There were 14 girls and 13 boys in this group. A local house in the village was 
temporarily used to provide two classrooms for children aged 3 years old and under because 
the satellite school was under construction. It was very noisy in the class because the two 
classrooms were separated only by a bamboo partition. There was no private area for each 
class. Teachers had to raise their voices to be heard and children were interrupted by noise of 
crying children from the next-door class. The space was reasonably clean and well 
maintained. However, the floor was earthen so the classrooms were dusty, and at lunchtime 
the teacher had to spray water on to the floor. In the temporary classrooms there was 
insufficient furniture for routine care, play and learning. There were few open shelves for the 
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limited number of toys and no furniture for the storage of children’s possessions. Also, there 
were no soft furnishings for relaxation and comfort. All that was provided for the children’s 
comfort were chairs and tables. The temporary class did not have enough furniture and space 
for separate areas. There was only one play area for children in the class and their 
independent use of this was not permitted.  
The children participated in different activities. Teacher Dao led them to join in circle 
time as well as small group discussion. However, there were no individual activities and 
children were not allowed to play alone. They were kept in a group for most of the day, and 
outdoor play consisted only of group exercises or games.  
Thanh Binh Preschool in Tan Uyen district (Teacher Diem) 
Thanh Binh Preschool has one main school and three satellite schools, which are located in 
different villages. The observed class was located in the main school. Teachers said that 
classrooms in the main school are set up better than classrooms in the satellite schools. Since 
November 2017, there has been only one classroom for 5-year-old children instead of two. 
The one classroom for 5-year-olds was moved to a satellite school, and the children were re-
assigned according to their home addresses. Teacher Diem was transferred from teaching 3-
year-old children to teaching for 5-year-old children. At the time of observation, she worked 
with teacher Men, who had had responsibility for teaching children aged five since the 
beginning of the school year. Diem had just two weeks’ experience in this class of 5-year-
olds at the time of my visit. This change meant the two teachers had to set up the classroom 
environment again and make the acquaintance of new children. There were thirty four 5-year-
old children with equal numbers of girls and boys. The majority of learners were Thai and six 
children were Tay (1), K’Mu (1), H’Mong (2) and Kinh (2).  Thus, the Kinh children in this 
setting were the minority.  
Thanks to being located in the main school, the classroom for 5-year-olds was 56 
square meters in area and plentifully supplied with learning materials. Ample indoor space 
allowed children and staff to circulate freely and there was enough space for meal times, 
group times, and a suitable space for free play. In the class, there were two Kinh children, and 
one of them, Sang, needed special support. He had language difficulties so he could not 
express his ideas or emotions to teachers and peers. Two teachers explained a new concept to 
him many times and treated him kindly. Almost all Indigenous children in the class could use 
Vietnamese very well. They use this language to communicate with their teachers and peers 
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most of the time. They rarely used Thai language, for example, to talk with their peers. In this 
class the teachers focussed on teaching the children Vietnamese letters.  
Sometimes, the children used their mother tongue to talk with peers who came from 
their community. Teachers explained some of the reasons why Indigenous children in their 
class were proficient at Vietnamese. Firstly, most children went to preschool at the age of 
two, and had learned Vietnamese from an early age. Secondly, the main school was located in 
the centre of Tan Uyen district where local people are educated. Finally, Diem is Thai, and 
can use the Thai language as a language of instruction in the class so that if children do not 
understand a lesson in Vietnamese she can support them.  
Some officers from the Department of Education and Training in Lai Chau came to 
Thanh Binh preschool in 2017 to evaluate the national standard for preschool at level 1. In 
the two days of observation, all of the teachers in this school had to start work at 6.30am to 
redecorate their classrooms and to prepare lesson plans following school requirements.   
Thanh Hoa preschool in Tam Duong district (Teacher Thu) 
 The setting for this school is 15km from Lai Chau city. The school consists of one 
main school and five satellite schools. The class observed was located in the main school. 
Thu taught 22 five-year- old children from a Giay background, and the class had an equal 
number of boys and girls. Thu said that children regularly attend the class because they love 
to go to school. Some children who live next to the school usually made their way to the class 
by themselves. In addition, the principal confirmed that in the village where this school is 
located, parents are interested in their children’s learning. Parents also use Vietnamese 
fluently and so teachers communicated easily with parents. Normally, two teachers support 
one class. However, on the afternoon of my observation, half of the teachers in the main 
school were attending a training course at another school. At the time of my visit, teacher 
Thu’s colleague was on this course and Thu was looking after the class by herself.  
 In the observed class, one girl, Tram, was a leader. Her Vietnamese was very good, 
and sometimes, she helped the teacher by explaining a lesson again to her peers in her mother 
tongue. Children in the class admired and listened to her. Teacher Thu shared that all 




 Thu said that in her class, a child-centred approach was a fundamental principle. 
Children in this class practiced self-discipline and they remembered the daily routine in their 
class very well.  They helped teachers to prepare a low flat platform for sleeping and 
prepared their meals. Children were engaged and participated in different activities. Teachers 
led them to join in circle time for small group discussions as well as individual activities in 
free play time.  The teacher gave children the chance to gain implicit knowledge through 
play-based experiences and explicit knowledge through teacher-directed activities. 
Khong Minh Preschool, Phong Tho district (Teacher Thanh) 
Khong Minh Preschool consists of one main school and three satellite schools. The class 
observed belonged to one of the satellite schools that was 1km from the main school. In this 
satellite school, each teacher was responsible for one class. Parents helped to deliver food 
from the main school to this satellite school. Teacher Thanh said that the parents are Thai and  
can speak Vietnamese fluently. Teachers believed that the parents are interested in their 
children’s learning. Besides financial support from the government for each child of 120.000 
VND per month, parents contribute 8000 VND per day for each child. Teacher Thanh had to 
go to class early every day because she alone looked after 22 children in a class of 5-year-
olds. Thanh had to clean outside and inside the class before greeting time. Teacher Thanh 
also said that children in her class have high self-discipline.  Children helped their teacher by 
arranging furniture in the class and watering the plants in front of the doors. There were 13 
girls and nine boys in this class.  
Lung Thang Satellite, Thanh Bach Preschool, Sin Ho district (Teacher Chi) 
Chi teaches in a satellite school that belongs to Thanh Bach Preschool in a border 
village, named Lung Thang. Chi said that this satellite school faced many difficulties because 
it was set up in September 2017 (nearly 3 months before the observation) and it lacked 
teaching materials. It is situated 30km along a mountain road from Thanh Bach. Tucked deep 
into the mountain, this road is dangerous and in a dreadful condition; strong nerves are 
required to negotiate it. The dangerous conditions here include a cart-road, a narrow driving 
space, and poor traction and visibility caused by rain and fog. The road twists and turns 
brutally through the mountainous terrain and motorbikes are only used on sunny days; local 
people travel on foot on rainy days. I hired a local driver to take me to this satellite school, 
and the journey took 2 hours on a sunny day. Two temporary classes were set up in the 
village patriarch’s house because the satellite school is under construction. One class was for 
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children ranging from 3 to 5 years old and the other for elementary students below grade 3. 
However, there was no electricity, and teachers had to ask local soldiers to share their 
electricity. In the temporary classes, there was no space for a children’s toilet.  
Chi was the founding teacher in this preschool, and shares this role with Binh. Neither 
of these teachers are H’Mong people. They cannot use the children’s language for instruction 
purposes. However, there was evidence of ongoing efforts by teachers to learn and use 
information from children’s homes and communities to provide engaging classroom-based 
Vietnamese literacy. Teachers could understand some simple H’Mong words and use these 
words with children in their class. Chi said that she learned the H’Mong language from 
teaching H’Mong children. In her mixed-age class, seven children were 3 years old, seven 
were 4 years old and three were 5 years old but, in spite of the age ranges, all children 
followed a 5-year-old curriculum. I asked Chi why the curriculum for 5-year-old children was 
taught to all of the age groups and she explained that children at age five are given priority. 
Next year, they will go to primary school. We have to follow a 5-year-old curriculum to make 
sure that 5 year-old children in the class are well prepared for their primary school.  
Nam Sa Satellite School, Binh Lieu Preschool, Muong Te District (Teacher Lan) 
Lan had been teaching at Nam Sa satellite school for eight years. It is 16 kms from the 
main preschool, Binh Lieu. The teachers said that their satellite school is located in a poorly-
educated residential area. The local people in this area are from the La Hu Indigenous group. 
This group is one of the smallest Indigenous groups in Lai Chau province. In the past, the La 
Hu did not settle in one place for very long. In order to encourage children to attend school, 
the Vietnamese Government built houses and set up a village for the La Hu people. However, 
the La Hu did not give up their shifting cultivation methods and maintained their lifestyle 
living in the hills. They are still at a very low stage of acculturation and prefer to live their 
lives traditionally.  In this satellite school, there were three preschool classes (one class for 
children under 2 years old, one class for children aged three, one mixed-age (4 and 5-year-old 
class) and three elementary classes (grades 1 to 3). Six teachers in this school were 
Indigenous teachers, and two of them were La Hu. Lan and her colleague, Dung, are not La 
Hu people. They can use some simple words in the children’s language for instruction. Lan 
said that she learned the La Hu language from her teaching. In Lan’s mixed class (ages 3 to 
5), all children had to follow the curriculum for 5-year-old children. There were fourteen 5-
year-olds and seven 4-year-olds in the group. The mixed-age classroom had both advantages 
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and disadvantages for the learners. The inclusion of children of different ages led to a caring 
environment for children at the age of four as older children served as role models or mentors 
to their younger peers. Four-year-old children also had the chance to learn with the same 
teachers for two years, so that Lan and her colleague became more familiar with the children 
and their families, potentially leading to a strong sense of community. However, Lan shared 
her view that using the same curricula to teach two different groups of children prevented 
teachers from meeting individual needs, especially those of low and high-achievers.  
Lan also expressed the view that parents were not interested in their children’s 
learning. She said it was extremely hard to get them to participate in school activities or to 
support the teachers. Many school assets were stolen. Some outdoor furniture that teachers 
had made such as old tyre seesaws and flowerpots were destroyed or stolen. The teachers 
allege that parents send their children to school because they receive a subsidy from the 
government for each child of  400.000VND per month (300.000VND for meals and 
100.000VND for learning equipment). Children are often absent because parents do not send 
them to school every day. However, on the day the subsidy is issued, most of the children 
came to the school. In addition to this, most of the parents were illiterate in Vietnamese. Only 
a few fathers could use oral Vietnamese. Teachers in this school complained that La Hu 
parents relied on government and community support.  
Teachers expressed a lot of negative views about parents in this community. This may 
be a result of poor intercultural communication or mismatched priorities between home and 
school. The mismatch between school culture and home culture was a solid barrier to 
educators developing partnerships with families as well as to empathy. Instead of searching 
for reasons for children’s non-attendance by deepening their understanding of La Hu culture, 
customs and community life, teachers imposed a Kinh view on this community which was 
characterised by harsh value judgments.  If the teacher does not understand the background 
and the culture of the learners, they will be less able to provide appropriate curricular 
approaches to support the learners. This situation supports my hypothesis described in the 
previous section regarding the challenges teachers face in their practice of teaching 
Indigenous children and the barriers that create a gap between schools and families. .  
Semi-structured questions were used in the interviews to explore teachers’ 
backgrounds, challenges, opportunities and perspectives on their pedagogies in teaching the 
L2 to Indigenous children.  
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6.2 Teachers’ Pre-service and In-service Training for Teaching L2 
 I encouraged six participants to share their educational backgrounds in order to 
determine the extent of their professional knowledge and the support they had been given to 
teach an L2. All six teacher participants had completed their pre-service education with two-
year diplomas from five different colleges. None had been taught how to teach Vietnamese as 
a second language to Indigenous children as part of their preparation for becoming a 
preschool teacher.  
Teacher Thu explained that:  
The curriculum in this course [her pre-service education] just mentioned about early 
childhood education, in general. However, lecturers sometimes suggested or gave 
some ideas based on their practice of teaching Indigenous children. In my regular 
training, there were no lessons or schoolbooks that focussed on Indigenous education 
(Interview: Thu) 
Four interview participants confirmed that they had not attended any in-service 
courses or workshops to assist them in becoming more confident in teaching Vietnamese as 
an L2 to Indigenous children. Three teachers, Thu, Thanh and Lan, shared that they had had a 
chance to attend some seminars and training courses run by the Division of Education and 
their schools. Teacher Lan, for example, as a result of attending these courses, believes that it 
is necessary to correct children’s pronunciation. Thanh attended a training course run by 
PLAN. Although I asked these three teachers to share details about their in-service courses, 
they chose not to share much about what they had gained from attending these training 
courses or how they had adapted any new knowledge into their practice.  
 All six teachers believed that pre-school teachers play an essential role in teaching 
Vietnamese as a second language to Indigenous children. These teachers believe that children 
learn a second language mainly from teachers, and do not have the chance to learn 
Vietnamese from their parents or have the opportunity to practice the target language inside 
their communities. An indicative quote from Dao exemplifies this view: 
Preschool teachers play an important role in teaching the second language to 
Indigenous children. The first reason is that teachers create learning activities and 
supply as well as instruct children how to learn the target language. Secondly, 
teachers interact with children every day so they come to understand children’s 
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psychology as well as each child’s strengths and weaknesses. Teachers know how to 
correct children’s mistakes in pronunciation, for instance. Different children will 
require individual support technology such as videotapes, but these cannot replace 
teachers in fixing children’s mispronunciation and helping them to improve their 
pronunciation. (Interview: Dao). 
6.3 Opportunities in Teaching L2 
 I asked teachers about the opportunities that teaching an L2 to Indigenous children 
presented to them, and the six participants agreed that teaching Vietnamese as an L2 to 
Indigenous children gave them the chance to acquire more knowledge as early childhood 
teachers. Diem noted that she did not face many difficulties when teaching Thai children and 
felt happy to assist them. Chi and Lan shared their successes in learning the children’s 
language, and Thanh was proud of her job because the children admire her. Teacher Thu also 
expressed the feeling that  
 
 I have gained more knowledge since teaching Indigenous children. My 
experience has been accumulating every day, every month and every year. I 
believe that Indigenous people love to learn new things. Children in my 
school are at a disadvantage compared with Kinh children who live in the 
cities. Thus, I try my best to create different activities to attract children to 
go to class. I love and respect the children in my class (Interview: Thu).  
In the interviews, none of the teacher participants expressed a negative attitude about 
teaching Indigenous children. They unanimously asserted that teaching Indigenous children 
created opportunities for them to acquire useful knowledge for their career development as 
well as for their own lives. 
6.4 Challenges in Teaching L2 
 The researcher encouraged participants to share the challenges they face when 
teaching Vietnamese to Indigenous children. Teacher interviewees were asked to reflect 
specifically on their own experiences and practices in their previous and current classes. Two 
teachers, Thu and Diem, said that they did not face any difficulties when teaching 
Vietnamese as an L2. Diem explained that she had been teaching for nearly four years and 
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that during this time, she had only taught Thai and Kinh children. Diem can use her mother 
tongue, Thai, to support the children who did not know any Vietnamese words at the 
beginning of the school year. Thu, a Kinh teacher, commented that “challenges change in 
different school years”. She confirmed that she faced difficulties when teaching H’Mong 
children who did not know any Vietnamese words before going to preschool. However, she 
spent most of her time with Thai and Giay children who were able to speak Vietnamese 
before going to school, as Thai and Giay parents speak Vietnamese proficiently. 
 Consequently, Thu believes that challenges arise depending on which Indigenous 
group the teacher works with. Although she has more than ten years of teaching experience, 
Thu said, “I haven’t faced many difficulties. Maybe I was assigned to advantaged classes 
rather than some of my colleagues’ classes”. Four other teachers held the opposite view, and 
they were willing to share the obstacles that they had experienced. Some frequently 
mentioned that the barriers to teaching the L2 included children’s limitations, parents’ 
limitations and other limitations such as curriculum and learning resources. which are 
discussed in the following section. 
6.4.1 Challenges arising from teachers’ perspectives of children. Dao was the only 
participant who had worked with three-year-old children. She had worked with this age group 
for nine years and had not experienced working with other age groups. She considered the 
children themselves to be the biggest challenge in teaching the L2 because they had not 
learned Vietnamese before going to school. She explained the reasons for this: The road is the 
first challenge. Some roads that lead to satellite schools are small and are not asphalted. It is 
very hard for teachers and students to travel on rainy days. The second challenge is the 
children. I only work with children who are under three years old, and they do not learn 
Vietnamese before going to school. In the first few weeks of a school year, some children 
cannot understand what teachers say. They cannot understand Vietnamese or use Vietnamese 
words. I have to use sign language and body language to explain new things for children. 
(Interview: Dao) 
Thanh also considered the children to be the main challenge. She believed that if children are 
not interested in learning, it is extremely hard for a teacher to assist them to acquire the target 
language. She shared this story:  
Dao children in my previous school did not regularly attend the class. Dao 
children did not want to go to school. They preferred to stay at home or go 
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out with their parents. My colleagues and I had to buy candies, and we used 
these candies as presents for children who came to class. Every day, we had 
to go to school early - around 5-6 am, and go to the children’s houses to call 
them to go to school. We travelled a long distance to the centre of the 
village to call the children (Interview: Thanh) 
Thanh’s story raised a question about the gap between teachers’ and children’s expectations. 
Teachers did not know how to attract children, and they used rewards as a means of 
encouraging them to go to school. Although from their perspective, they did their best to 
encourage children by spending their own money to buy candies, they missed an opportunity 
to reflect on the learning environment itself as a factor contributing to non-attendance. They 
saw the problem as one which resided with the children themselves, and not with the learning 
environment they were providing. Also, teachers could not explain the reasons why children 
did not want to go to school. They simply viewed it as the fault of the children and did not 
use any cultural explanations for this phenomenon. Consequently, children’s absenteeism 
remains an unresolved question as in Thanh’s story and in other very remote areas in Lai 
Chau. 
 The biggest challenge mentioned by five of the teachers was children’s 
mispronunciation of Vietnamese. Even Diem, a Thai teacher, who did not face major 
challenges when teaching Vietnamese to Thai children admitted that “based on my 
experience, it is not too difficult to teach the second language to Indigenous children. 
However, it is really hard to correct children’s pronunciation” (Mrs. Diem). 
The teacher interviewees, Diem and Dao, demonstrated some typical Vietnamese letters that 
H’Mong children often have difficulty pronouncing. Teacher Dao’s comment illustrates this 
clearly:  
I believe that children’s first language is ingrained into children’s minds, 
causing negative effects in pronouncing Vietnamese letters. Their parents 
also mispronounce some Vietnamese letters so they cannot support their 
children by correcting these mistakes. For example, H’Mong children 
consistently confuse some Vietnamese consonants such as “b” and “v” 




 Although teachers pointed out that mispronunciation was one of the most difficult 
challenges that they faced when teaching the L2, they could not explain the reason, or 
provide a solution, for this phenomenon. They held the view that learners were transferring 
sounds from their native language to the new language and that this was a hindrance rather 
than a help. Perhaps these teachers expected that young children would speak Vietnamese 
fluently (without mispronunciation) after only a short period of learning the language. This 
short-term expectation may explain why some of the teachers in the interviews believed that 
mispronunciation was a limitation of the children.  
6.4.2 Challenges arising from teacher perceptions of parents’ involvement and 
‘limitations’. In six individual face to face interviews, six teacher-participants shared a 
common interest in discussing parental involvement, but their views were different from each 
other. Two participants, Thu and Thanh, believed that parents in their current classes were 
interested in children’s learning and they looked after their children well. The four other 
participants said that parents did not take an interest in education. Chi and Lan taught 
Indigenous children in the poorest area of Lai Chau, and they complained that it was 
extremely hard to communicate with parents, and especially with La Hu parents. Lan 
reflected that most of the La Hu parents could not use the Vietnamese language because they 
had not learnt it themselves in school. Lan believed that La Hu parents had not attended 
school themselves and so did not want to send their children to school. Dao said that although 
parents in her class can speak Vietnamese, it was difficult for them to support teachers in 
teaching children Vietnamese as an L2 because the parents also mispronounced certain 
Vietnamese letters. The teachers’ discussions about parental involvement highlight a 
mismatch between teachers’ expectations and parents’ abilities.  
In the context of this study, the six teacher-participants focussed on parent 
involvement in three ways: communicating, volunteering and learning at home. In Thu’s and 
Thanh’s schools, the teachers confirmed that two-way communication channels between 
school and home had been set up. Parents volunteered to support learning activities in the 
school, such as delivering lunches from the main Khong Minh school to the satellite school. 
Thu and Thanh said that they were satisfied with their partnerships with parents.  
In the other four schools, parents did not become involved in school life in the 
traditional ways that teachers would expect. These include parenting, communicating, 
volunteering, helping children to learn at home, decision making and collaborating with the 
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community. Teachers viewed Indigenous parents themselves as ‘the problem’ which 
inhibited children’s L2 development rather than adapting their own approach to meeting 
Indigenous parents’ expectations, strengths or ways of working. In the context of the six Lai 
Chau preschools, the barriers identified by the teacher-participants that prevent Indigenous 
parents from engaging with schools are: teachers’ beliefsthat parents lack the ability to 
become involved; parents’ lack of Vietnamese proficiency; parental education level; and 
mismatches between school culture and home culture.  
6.4.3 Challenges arising from other factors in teaching practice. In some remote 
areas where the preschools in this study are located, such as Lung Thang village (teacher 
Chi), and Nam Sa village (teacher Lan), there did not appear to be an environment for 
children to practice Vietnamese outside of school. In these places, the local people are 
H’Mong (Lung Thang Village) and La Hu (Nam Sa village). Children did not have the 
chance to practice the target language (Vietnamese) in their home communities, and this gave 
rise to language barriers which prevented teachers and children from understanding each 
other. Teachers Thanh and Chi also believed that poor learning resources prevent children 
from practising Vietnamese through play-based activities in the class. Although Thanh taught 
Thai children who had experienced preschool for at least two years and who could speak 
Vietnamese very well, she found that it was not easy to teach all lessons in Vietnamese. 
Thanh explained: 
If I express new things or my ideas in a new way that children have never 
heard before, they will misunderstand what I said. I have to repeat a new 
thing so many times. I believe that the knowledge requirements for 
Indigenous children should be cut down and made easier than the 
requirements for Kinh children who live in more favorable areas (Interview: 
Thanh).  
Thanh’s comment raised a question about teachers’ expectations or teachers’ beliefs about 
students’ academic competencies and consequential levels of achievement (Peterson et al., 
2016). In the interview, Thanh did not directly compare Indigenous children with Kinh 
children, and she might explicitly reject the notion that she holds racial prejudice regarding 
academic achievement differences between Indigenous and Kinh children. Furthermore, in 
the observation, she demonstrated high expectations of Thai children in her class by allowing 
them to watch a Thai traditional dancing video and encouraging children to learn from this 
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video by themselves. Thanh said that she did not know how to dance, and she could not teach 
the children, but she believed that children in her class could learn from the dancers in the 
video because they were familiar with the dancers’ customs. The researcher was impressed 
with three of the Thai children, one boy and two girls, in her class because they mimicked the 
dancers in the video exactly. Thanh’s high expectations made the children feel confident and 
enabled them to reach considerable levels of achievement. However, she still demonstrated 
implicit bias by advocating inferior education or lower expectations for Indigenous children. 
Her low expectations may lead her to set low-level learning tasks for Indigenous children and 
this could prevent Indigenous children from reaching the standard expected of  preschool 
Kinh children. Thanh’s views also reflect implicit ethnic prejudice which will be discussed 
further in Chapter 6.  
6.5 Factors affecting teaching Vietnamese  
 When discussing the factors that affect teaching Vietnamese to Indigenous children, 
all participants used clear practice-based evidence to support their ideas. The main factors 
that affected practice in both negative and positive ways are discussed in this section.  
 Four participants considered that the social environment is the main factor affecting 
the teaching and learning of Vietnamese as an L2. In the context of this study, the social 
environment includes the class/school environment, the family environment and the social 
environment. Three of the six teacher-participants believe that the social environment affects 
learning an L2 and that children need a rich Vietnamese environment outside of their class to 
practice the target language. From their practice in Sin Ho and Muong Te districts, teachers 
Chi and Lan found that the students’ Vietnamese language improved slowly because they 
lived in areas where the local people do not use Vietnamese as their first language (Chi and 
Lan). Although the teaching contexts were different, in instances where Indigenous children 
spoke Vietnamese well, teachers noted that this was due to experiences outside of school that 
reinforced the L2. Thu’s story supports this idea: 
I think that society is another factor. For example, some children in my class 
told me about their weekends. They said that their parents took them to the 
park or shopping. Even though I had never talked about these activities in 
the class, they knew some vocabulary and described what happened on their 
trips in Vietnamese” (Interview: Thu) 
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Some teachers also mentioned parents and the family environment as an important factor 
influencing L2 learning. Lan’s comment is typical: “Another factor is parents. Parents only 
use their first language when communicating with children so this affects the process of 
learning a second language” (Interview: Lan).  
Thu had a similar opinion: 
 I believe that the first factor is the living environment. Not only does the 
school environment impact children’s learning, but also the home 
environment influences language development. If parents work outside their 
small community or parents are government officials, their children are 
more confident and acquire Vietnamese faster than other peers whose 
parents stay at home and do not have any chance to communicate outside 
their community” (Interview: Thu). 
While Lan and Thu identified parents’ backgrounds as a major influence on children’s 
learning of an L2, teacher Dao suggested that parents’ attention and their behavior affected 
children’s learning. Dao explained that 
If parents are busy or they get up late, they will let their children stay at 
home instead of going to school. This behavior influences children’s 
attendance in the class and indirectly affects children’s performance. For 
example, the last 2 or 3 days, it was extremely cold so that nearly one 
quarter of the children in the class were absent. Thus, children who skipped 
class missed some lessons, and they do not receive as much new knowledge 
as their peers who attend regularly (Interview: Dao).  
Based on her experience, Thu also suggested that children can learn the L2 from their 
siblings: 
Not only parents, but siblings also affect children’s learning. Siblings play a 
fundamental role because they are educated, and they love to teach small 
children. Also, small children love to learn with the older children. 
(Interview: Thu). 
As a second language learner and as a preschool teacher, Diem affirmed that the classroom 
factors that influence L2 acquisition are teacher-learner interactions and peer interactions. 
Diem believes that children who come from mixed classes learn Vietnamese more effectively 
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because they do not use a common language to communicate. Three participants, Dao, Chi 
and Lan, did not say directly that peer to peer interaction was a factor affecting children’s 
learning of the L2. When the interviewer raised a question about teaching a mixed ethnic or 
mixed-age class, they shared their views on peer interaction. Dao believes that Thai children 
who attend a homogeneous Thai class learned Vietnamese more effectively than Thai and 
H’Mong children who study together. H’Mong children had limited Vietnamese vocabulary 
and this affected Thai children in the mixed class. Dao explained the reason why H’Mong 
children were more disadvantaged in learning an L2 in comparison to Thai children:  
From my point of view, the main reason is that Thai people have more 
opportunities to use Vietnamese and are better educated than H’Mong 
people, who live mostly in upland areas with limited exposure to 
Vietnamese language (Interview: Dao).  
Dao’s explanation highlights the geographical barriers that some Indigenous groups face. Dao 
also pointed out that Thai people are more advantaged when learning Vietnamese because 
there are some common words in Thai and Vietnamese, whereas the H’Mong language is 
totally different to Vietnamese.  
Lan and Chi talked about mixed-aged classes. They both believe that children in same-age 
classes, especially children at the age of five, acquire more Vietnamese vocabulary and are 
better at using the Vietnamese language than children who study in mixed-age classes. Chi 
explained why 5-year-old children are at a disadvantage: “Because in a mixed-age class, I 
alternately communicate with children at different ages and I do not have much time to 
support 5-year-old children, for example.” (Interview: Chi) 
 One positive factor impacting learning an L2 is the development of technologies. At 
Thanh Hoa Preschool, where Thu had been working for more than four years, Thu believed 
that parents were interested in education. Compared with parents in the other five schools, 
parents in this school are educated, and invest more in resources that support education. In 
order to explain why Indigenous children in her class are good at Vietnamese, Thu surmised:   
Their families (children’s families) may not have a cell phone or computer, but most 
of them have television. Children can ask their parents to turn on programs that 
teachers use as an illustration of reading a poem, for example” (Mrs. Thu).  
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The final factor influencing L2 acquisition that teacher Dao expressed related to a concern 
about the ECE curriculum. Dao, who has nine years’ experience in teaching 3-year-old 
children, shared her concern: 
I believed that the schedule used in the class is overloaded. The content that 
I have to transmit to children in one school day is so great that sometimes I 
cannot manage, and children do not get the chance to acquire important 
knowledge that is taught in Vietnamese. For example, in geometry each 
lesson lasts around 20 to 25 minutes. Children are unable to identify 
different shapes in Vietnamese in the fixed time allowed for the lesson, so I 
have to find more time to teach them” (Interview: Dao).   
6.6 Pedagogies in the classroom 
Teacher-participants in the interviews were asked to share the teaching methods that they 
used to support children learning Vietnamese in their classes. Some teachers became 
confused when describing their pedagogies although the interviewer encouraged them by 
clarifying with sub-questions. For instance, in the beginning, Diem was confused when asked 
about the methods she used to teach the L2 in her class and how she created a rich 
Vietnamese language environment. Diem said she did not know which methods of L2 
teaching were used in her class or which methods that the children preferred. Diem also 
pointed out that the children in her class prefer to read Vietnamese poems and usually 
mispronounced two letters, “đ” and “t”, in Vietnamese. Although the researcher asked about 
her ways of helping children with their pronunciation of Vietnamese letters, Diem did not 
answer this question but confirmed only that it was very difficult to correct children’s 
pronunciation. Chi also shared that all she did in her class was consistently repeat new 
Vietnamese vocabulary. She said, “I believe that if I communicate with children and repeat 
new words/phrases/sentences many times, children will learn faster” (Interview: Chi).  
Thu, who had more than ten years’ teaching experience, said that she did not have a specific 
method of helping children from different Indigenous groups and family backgrounds to 
acquire the target language.  
In general, I do not have a specific method. Over several years of teaching, I have 
attended seminars run by the Education Division or our school about Indigenous 
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education. I learn from teaching children and communicating with parents every day. 
Sometimes, my classroom practice is instinctive (Interview: Thu).  
These teachers began to share some strategies used in their classes however, during their in-
depth interviews. 
First, teachers asserted that they used Vietnamese at all times and in all areas of their 
classes in order to immerse children in the target language and to set up a rich Vietnamese 
language environment. Using children’s first language in the classroom sometimes happened 
in Diem’s and Lan’s classes where the teachers were proficient in the children’s home 
languages. Diem taught children from her Thai community, and using the children’s language 
as the language of instruction was the first strategy that she mentioned in her interview. Diem 
gave priority to using sign language/actions combined with Vietnamese language to teach 
children, and always followed the principle of using Vietnamese at any time in all areas in the 
class. However, if children could not understand her when she used sign language or actions 
to explain, she used Thai language to help them. Thu, on the other hand, could not use the 
children’s home language as the language of instruction. Although throughout most of her 
teaching years, she had worked with children who were proficient in Vietnamese, she shared 
that her most difficult experiences were in teaching Dao and H’Mong children. The 3-year-
old Dao and H’Mong children in a class she had taught had limited Vietnamese vocabulary. 
Thu wished to use the Indigenous language as the language of instruction, but was 
unsuccessful in her attempts to learn it. Like Thu, Thanh is also a Kinh teacher. Thanh taught 
5-year-old children, and was the only teacher in the class. She said that she expected children 
to use Vietnamese all the time, but sometimes they preferred to use their mother tongue, Thai, 
to communicate with each other. Thanh only understood simple words in Thai, and 
sometimes had to ask her Thai colleagues to support the childrenwhennecessary. 
Second, Dao and Thu focussed on setting up a warm and friendly environment in the 
class. Thu gave prominence to the learning environment:  
I believe that children are scared of teachers and they will not show their personality 
if teachers have a hot temper. The teacher should be close to the children and help 
them to become more confident. In my case, I create a friendly learning environment 
in the class. Although I do not speak the Giay language, the children are happy with 
their class. I let children do everything by themselves, which helps them to become 
more independent, prove their abilities and express their identity (Interview: Thu).  
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Dao, who had the same point of view as Thu, shared in detail her experience of teaching the 
L2 to a multi-ethnic class. Most of the children in her class were 3-year-olds, and they cried a 
lot when attending the class for the first few weeks of the school year. Dao believed that it is 
necessary to console small children before teaching them a new language. She could not 
speak the languages that the children spoke in her class with fluency, which meant that she 
could not engage directly with them. She narrated her story:  
At the beginning of the school year, children do not want to sit next to peers from 
other Indigenous groups. Thai children prefer to sit next to other Thai children and it 
is the same situation with H’Mong children. I allowed children to choose their seats 
next to friends who came from their own ethnic groups. After a while, when children 
became more familiar with the new environment, I encouraged them to sit with other 
peers from different backgrounds (Interview: Dao).  
Dao assisted the children to become acquainted with new friends and the learning 
environment during the first few weeks of the school year. After becoming familiar with the 
classroom environment, children from different Indigenous groups were soon making 
friendsand then tended to use Vietnamese words taught in the class to communicate with each 
other. In addition, the warm learning environment created an equitable environment where 
vulnerable children had a chance to improve. Thu, like Dao, cared about children’s emotions 
and found that:  
Children are separated into different groups because each child has his/her own 
identity. Some of them are willing to share everything with me, but others do not want 
to talk with me even though they can use Vietnamese and understand what they were 
taught in the class. Therefore, in the class, I pay attention to children who are timid. It 
does not mean that I ignore other children. I take care of all the children equally in my 
class, but I ask timid children more than usual in order to encourage them to do 
different tasks and to help them become more confident in using Vietnamese. This 
method is very efficient to support children (Interview: Thu).  
The third main strategy that Dao, Thanh and Lan mentioned in their interviews was 
that of creating activities such as pretend play and indoor and outdoor games in the class to 
immerse children in the Vietnamese language. Although Dao’s satellite school was under 
construction for a few months, her classroom was temporaryand there was a lack of learning 
equipment, she and her colleague tried to set up a rich Vietnamese language learning 
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environment by creating different activities and using pictures with text. In addition, Thanh 
and Dao believed that play-based learning is the best way for children to learn a second 
language. Dao encouraged learners in her class to join in with diverse activities in the class to 
learn Vietnamese. She explained:  
For example, in the play-based learning with chalk and gravel this morning [in the 
morning, she allowed children to draw pictures in the front yard of her class], the 
children had the chance to describe what they drew. If children describe this 
incorrectly, I correct their mistakes and help them to describe their pictures. Then, 
children learn Vietnamese in context, and they learn new words faster from this 
practice (Interview: Dao).  
However, Dao confirmed that children preferred to learn through playing than mimicking 
what teachers said or remembering new words that teachers explained with an illustration. 
She believed that “children prefer to learn through outdoor activities. They are interested in 
discovering and playing under a teacher’s instruction” (Interview: Dao). Dao taught new 
vocabulary in different contexts of play-based learning and she took full advantage of the 
classroom environment to provide new vocabulary. Sharing the same perspective, Thu and 
Chi agreed that teaching emergent Vietnamese literacy was important and teaching words in 
context was a good way to expand children’s vocabulary.  
It is natural to learn new vocabulary. I may find a worm or the children may find a 
worm - an unexpected event when we are learning outdoors. I talk with the children 
about the worm, and we discuss questions such as whether the worm is useful or 
useless for a plant? (Interview: Thu).  
Sharing this view with the other participants, Chi focussed on afternoon activities. In order to 
assist children in their learning of Vietnamese, she set up a lesson every afternoon which was 
designed to strengthen their language skills:  
In the afternoon, I expand on the content of the theme that is used in the morning. For 
example, in the morning, if I introduce a construction job, in the afternoon, I teach 
children new vocabulary linked with this theme, such as ‘shovel’, ‘pickaxe’, and 
‘bucket’. I also give them some template phrases or sentences. For instance, ‘a 
pickaxe is used to dig a hole’, ‘a shovel is one kind of tool used on a construction 
site’, and ‘a bucket contains plaster (Interview: Chi).  
155 
 
Dao and Lan’s fourth strategy were to use illustrations when introducing new topics 
to Indigenous children. They explained their practice:  
I use illustrations such as pictures and samples in order to attract children. Below each 
picture or sample, I put the explanation in Vietnamese (Interview: Lan).  
When I use illustrations such as pictures and samples in the class to teach new 
vocabulary, children learn better than when I just talk to explain new Vietnamese 
words to them. For example, if I want to teach the word “chair,” I show them a real 
chair and then introduce the new word. If children cannot pronounce this word 
immediately, I model it several times for them (Interview: Dao) 
 Fifth, based on the interviews, some teachers believed that looking after individual 
learners was a good method for teaching a new language. This view was supported by Thu 
and Chi. They believed that one-on-one interaction between a teacher and child was 
necessary for teaching an L2.  
I teach children Vietnamese through different activities in preschool such as learning 
mathematics, reading poems, learning music, pretend play and outdoor activities. I 
also spend time talking with children, and every afternoon, like other pre-school 
teachers, I create activities to strengthen the children’s Vietnamese. (Interview: Chi).  
Creating individual conversations with children was the most efficient way to encourage 
children to use more Vietnamese. Some teachers explained their approach as below: 
I believe that through conversation with teachers, children improve their Vietnamese. 
I begin with simple questions in short sentences that are easy to understand, and then 
teachers can ask more difficult questions at a higher level (Interview: Thu).  
In addition, Lan and Chi confirmed that in the mixed-age class, teachers should separate 
children into small age groups and teach them Vietnamese language according to their 
requirements. 
The sixth strategy Dao and Diem emphasized was correcting children’s mistakes, 
especially their mispronunciations. While Diem did not share any of her methods in helping 
students to correct their pronunciation, Dao shared in detail her experience in supporting 
Indigenous children in her class to pronounce Vietnamese letters. She usually fixed children’s 
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mistakes immediately in normal conversation. However, when children read a poem aloud, 
for example, she helped them to fix their mistakes later:  
For example, children feel highly enthusiastic about their work while they are reading 
a poem. If I interrupt them working and fix their mistakes immediately while they are 
reading, they will lose the emotion, and not regain their excitement. However, while I 
am introducing certain parts of the body to children, I correct children mistakes 
immediately if they call out the wrong name for body parts (Interview: Dao) 
Dao shared her difficulty in fixing children’s mispronunciation and asked her colleagues to 
help:  
I share my practice and ask questions to find solutions to correcting children’s 
mispronunciation in frequent professional meetings in my school. My colleagues and 
administrators suggested that teachers should choose the words that children usually 
mispronounce and integrate them into different lessons to help children become 
familiar with these words (Interview: Dao).  
Dao believed that for the three-year-old children in her class, oral language is an essential 
area to improve. However, Dao also encouraged children to speak full sentences in 
Vietnamese without focussing solely on mispronunciation. She said that “I also teach 
children grammar. For instance, if children say something without a subject or predicate, I 
remind them to re-express their ideas in a full sentence” (Interview: Dao).  
The final strategy noted by teachers in their interviews for helping Indigenous 
children to learn Vietnamese, was asking older children in the school to help smaller children. 
Teacher Thu explained:  
I do not have the chance to meet parents and ask them to translate so the support I 
recommend is from older children in the school. The older children understand 
Vietnamese well, and they can help to explain in H’Mong what teachers say to 
younger children (Interview: Thu).  
The teachers’ feedback suggests that the challenges they face when teaching an L2 
outweigh any benefits gained. Although some of them mentioned different teaching 
strategies, they did not share much about or explain in detail their pedagogies in class. Some 
of them may not have felt confident to talk about themselves and their achievements. This 
called for the researcher to analyse the observations made in the six classes and these are 
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presented in the next section. Theobservations provided a window into what teachers actually 
do in practice, and how they approach and solve the challenges associated with teaching 
Vietnamese to Indigenous children.  
6.7 Summary of the Chapter 
 Participants in the interviews shared information related to their educational 
backgrounds and confirmed that they did not have any formal L2 training in the context of 
teaching Indigenous children. Although I encouraged them to share more detail about the 
inservice education that some of them had had the chance to attend, they were not willing or 
confident to share any details about this because they did not consider that they had gained 
much knowledge from these courses. This phenomenon helps to explain why many of the 
survey respondents skipped the questions about their L2 training background. The teachers 
did not hesitate to share the difficulties and challenges they face in practice. Despite their 
difficulties, they agreed that teaching Indigenous children gives them the opportunity to 
understand and help children.  
 Through communicating with preschool teachers, I understood their confusion 
regarding teaching an L2 and the reasons they use specific activities to support L2 learners. 
Participants blamed their difficulties in teaching on children’s limitations, parents’ 
limitations, and a lack of teaching facilities rather than on their own educational backgrounds. 
In addition to this, they could not explain what teaching methods they used. The data from 
the interviews helped me to understand more about teachers’ beliefs around teaching an L2, 




CHAPTER 7: EXAMINATION OF PRACTICE: OBSERVATION – INSIDE THE 
CLASSROOMS  
 
In this chapter, I provide an analysis of the classroom observation data. In practice, the 
teachers drew on a range of strategies in their daily interactions with children. However, in 
the analysis, I have separated and named the strategies that teachers used in order to analyse 
the teaching of Vietnamese as a second language to Indigenous preschool learners.   
I have separated the six observed classes into two groups: the first consists of classes 
with children who spoke Vietnamese quite fluently or had experienced preschool for at least 
two years, and the second consists of the classes with children who had limited Vietnamese 
or had only attended preschool for a short time. These two categories helped in the analysis 
of whether or not teachers used different strategies to meet different learners’ needs.  
All of the children in the six classes were immersed directly into a Vietnamese learning 
environment, and few of them had support from teachers who spoke Indigenous languages 
(this phenomenon will be further discussed later in this chapter). In the first group, the 
children were 5 years old and had experienced preschool for two years. These children 
seemed to comprehend and use Vietnamese by responding to their teachers’ requests as well 
as expressing their ideas in Vietnamese. In contrast, the children in the second group had 
limited Vietnamese vocabulary. Some children in the mixed-age classes who were 5 years old 
had poor Vietnamese compared with peers in three single-age classes.  
7.1 Classroom Environment 
Based on three observational modes, namely the Early language and literacy 
classroom observation, Pre-K tool, (M. W. Smith et al., 2008), Early childhood environment 
rating scale (3rd Ed.) (Harms et al., 2014), and 11 principles of instructed language learning 
in Exploring Language Pedagogy Through Second Language Acquisition Research (R. Ellis 
& Shintani, 2014), I created a detail checklist, named Classroom Observation Checklist 
(COC),  to assess the six observed classrooms (See Table 7-1 below). The checklist helped 
me to answer the research question about how teachers teach L2 for Indigenous learners in 
practice and what methods they used for helping children to acquire the second language.  
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As discussed in chapter 4, field-notes were taken during the periods of observation 
and the checklist was used to assess the classroom environment. Profiles for each classroom 
can be viewed in the Appendix.  
Table 7-1  
Classroom Observation Checklist (COC) 
Classroom observation checklist Evidence found through the 
observation  
I. Space and Furnishings (1-7)  
1. Indoor space  
2. Furnishings for care, play, and learning  
3. Room arrangement for play and learning  
4. Space for privacy  
5. Child-related display  
6. Space for gross motor play  
7. Gross motor equipment  
II. Personal Care Routines (8-13)  
8. Greeting/departing  
9. Meals/snacks  
10. Nap/rest  
11. Toileting/diapering   
12. Health practices  
13. Safety practices  
III. Language and Literacy (14-21)   
14. Helping children expand vocabulary  
15. Encouraging children to use language  
16. Staff use of books with children  
17. Encouraging children’s use of books  
18. Becoming familiar with print  
19. Sounds in words  
20. Emergent writing/mark making  
21. Talking and listening  




22. Fine motor  
23. Art  
24. Music and movement  
25. Blocks   
26. Dramatic play  
27. Nature/Science  
28. Math materials and activities  
29. Math in daily events  
30. Understanding written numbers  
31. Promoting acceptance of diversity  
32. Appropriate use of technology  
V. Interaction (33-37)  
33. Supervision of gross motor  
34. Individualized teaching and learning   
35. Staff-child interaction  
36. Peer interaction  
37. Discipline  
VI. Program Structure (38-41)  
38. Transitions and waiting times  
39. Free play  
40. Whole group activities for play and learning  
41. Gross motor equipment  
 
As discussed in the literature review, integration of learning is an essential principle in 
early childhood education. This leads to diverse activities in the preschool that create an 
effective environment for L2 learning. Young children can learn a new language through 
play-based education as well as through teacher-directed activities. In general, the six 
classrooms observed followed the Vietnamese national early childhood curriculums (MOET, 




During my observations, the children practised independence and self-discipline in 
class. They remembered the daily routines in their classes very well. Apart from the young 
children in Dao’s class, the children from the other five classes helped teachers to prepare 
their low platform for sleeping and prepared their meals.  
Children were engaged in a variety of different activities. Teachers provided children 
with opportunities to gain knowledge through play-based education and teacher-directed 
activities. For example, teachers encouraged children to join in circle time and small group 
discussion as well as individual activities in free play time. Children worked mostly with 
their peers in the classes rather than playing or learning individually.  Children had the 
chance to choose friends to play with during pretend play center, but they were not free to 
choose a particular play activity. Limited learning resources and toys may have been the 
reason that children were not allowed to participate in independent free play with toys in the 
class. In Dao’s classroom for instance, there were a limited number of toys on the shelves. 
Teacher Dao and her colleagues preferred students to stay silent in transition time and always 
asked children to play or learn in groups. This practice reflected a teacher-directed approach 
rather than a child-centred one. This phenomenon will be further discussed in the next section 
of this chapter.   
Teachers and assistants in the classrooms co-operated respectfully with each other, 
and their interaction benefitted the teaching processes. Apart from Thanh, who worked alone 
in her class, the five other teachers worked with colleagues, and they alternated between 
performing the role of the main teacher or assistant in their classes once a day. The checklist 
enabled me to determine that in some classes, learning facilities were not adequate to meet 
children’s needs. This finding raises questions for future research about ways of improving 
the quality of the classroom environment and child-centred approaches in ECE in remote 
areas. In the context of this study, based on the evidence collected from different learning 
activities in the classroom environments, I focused on looking for evidence linked to teaching 
Vietnamese to Indigenous children. These findings are presented in the next section. 
7.2 Teachers’ Instruction in Teaching Vietnamese as an L2 in Preschool 
 Consistent with its main purpose this study focused on documenting and recording 
methods and strategies that teachers use in teaching Vietnamese for Indigenous children in 
remote areas of Vietnam. Thus, all activities in the classrooms observed were noted to ensure 
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that all information would be collected and analysed with care. The eight themes arising from 
observation data are described below to explain common techniques/strategies that teachers 
used in their classrooms.  
7.2.1 Using pronouns correctly in Vietnamese and developing a rich repertoire of 
formulaic expression.  In the six observed classes, teachers used formulaic speech, that 
consists of “expressions which are learned as unanalysable wholes and employed on 
particular occasions by native speakers” (Lyons, 1968, as cited by R. Ellis, 1983, p. 53) 
through classroom instruction and play-based activities. Teachers intentionally taught 
children the correct use of personal pronouns in Vietnamese and how to answer respectfully 
to a superior such as an adult or a person of authority, consistent with Vietnamese custom. 
Careful attention is paid to Vietnamese pronouns because of complexity in this aspect of the 
language.  While in many Indo-European languages such as English, the singular pronoun I 
or You is used for the first person or the second person (Farris, 2012), in Vietnamese, the 
speaker can use a set of words such as tôi, tớ, mình, tao, anh, em, cô, cháu, and others to 
express themselves. A similar set of words are used for the addressee such as mày, bạn, cậu, 
anh, em, cô, bác and others. In Vietnamese, a pronoun usually connotes the degree of family 
relationship or kinship. The main function of pronouns in Vietnam is to take familial 
addresses and extend them to the entire Vietnamese people.  This special characteristic of the 
Vietnamese language presents a challenge to L2 learners as well as to teachers.  
In three classes in Than Uyen, Sin Ho and Muong Te District, children had limited 
Vietnamese vocabulary and had only been learning Vietnamese for a short time. Teachers 
repeated formulaic sequences every day. Every afternoon a “strengthening Vietnamese” 
lesson was conducted for about thirty minutes. During that time, the children followed the 
teacher’s instruction to introduce themselves in Vietnamese. The teachers provided templates 
for introducing personal information such as name, age, class and the teacher’s name. These 
are described below (see Figure 7-1) : 
Thưa cô con tên là … ạ 
Vocative word 
that relates to 
or denotes a 
case of 
nouns/pronouns 
teacher I (student) name be …. honorific 






and used in 
addressing or 
invoking a 






my name is… 
 
Thưa  cô con (5) tuổi 
Vocative teacher I (student) (five) Year Olds 
 I am five-years-old 
 
Thưa  Cô/ 
chú 
con học ở  trường 
mầm non 





study at preschool A class B 
I am studying at A preschool, in B class 
 
Cô giáo của con tên là C ạ 
Teacher belong to I (student) name be C honorific 
My teacher’s name is C 
 
Con xin cô cho con đi vệ sinh ạ 
I ask teacher allow I go toilet honorific 
May I go to the toilet?   
Figure 7-1 Examples of teaching Vietnamese 
In three other classes in Tan Uyen, Phong Tho and Tam Duong, the children were five 
years old and spoke Vietnamese fluently so  teachers did not need to repeat common 
formulaic sequences that are used in daily life. However, teachers still listened and corrected 
children’s mistakes when they used formulaic language to express their ideas. In Then Sin 
preschool during snack time, for example, two children helped teacher Thu to give out rice 
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cakes to their peers, and every child spoke politely in Vietnamese when receiving their cake. 
They had to say Tớ xin bạn (thank you) to their friend instead of saying Con xin cô ạ to their 
teacher.  
One girl used the wrong pronoun in communicating with her friend when she received her 
cake. Instead of using a pronoun to express the same status as her friends (Tớ/ tôi), she used a 
respectful pronoun that is only used when talking with teachers (Con). Teacher Thu 
positively corrected her mistake: “If I give you a cake, you will say Con xin cô ạ. Today, 
your friend gave you a cake, so you should say Tớ xin bạn.” Thu explained so that the 
children would know in which circumstances to use certain polite words in Vietnamese by 
using different pronouns and the honorific word - ạ.  
7.2.2 Focusing on meaning and expanded vocabulary. The teachers expanded on a 
given theme that was in use in the classroom by integrating learning activities. Although the 
observed classes were located in different districts in Lai Chau, the themes used in teaching 
were shared in all settings and they were either based on animals (in two settings) or on work 
and occupations in another four classes. Thu explained that the classroom curriculum was 
built on a curriculum framework designed by MOET and modified by the Department of 
Education in Lai Chau to suit the local context. She shared that in Lai Chau, a special subject 
in the field of language development had been created for Indigenous children. In the mixed 
class where Kinh children studied with Indigenous children, this program applied only to 
Indigenous children. Teachers chose the theme for the class and created different activities 
linked with this theme. They strengthened the Vietnamese language skills of Indigenous 
children by choosing and teaching three new Vietnamese words in one selected activity per 
day. The teachers followed a principle based on the number ‘three’ by choosing three words 
at a time, repeating an instruction three times and only introducing simple and short words to 
children under 3 yearsold. In the family theme, for example, Thu introduced the poem, 
“Visting the grand-mother’s house”, and introduced three words to the Indigenous children in 
her class, “lật đật” (hastily), “xúm vòng quanh” (to gather around), and “mải miết” (be 
absorbed/engrossed in).   
This curriculum framework recommends different learning objectives or requirements for 
different age groups. At the beginning of the school year, two teachers (in each class) 
prepared long-term plans for the whole year, based on the curriculum framework, and these 
schedules had to be approved by the board of school managers or expert staff. Following this 
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schedule, teachers build short-term plans for each week and then prepare lessons for each 
short-term plan at least one week in advance. Teachers had the right to choose the content of 
each lesson in order to meet their children’s needs. During the observation period, all six 
teachers created the same structure in their classes. Firstly, all activities in the class were 
linked to the main theme, children were then encouraged to read a poem or sing a song about 
animals or construction jobs.  
In the classroom, teachers frequently used specific words for places, things, actions and 
descriptions as children encountered them during their routines and play. In the classes where 
children had limited Vietnamese vocabulary, teachers focussed on helping children to expand 
their vocabulary by explaining, elaborating and demonstrating (see examples below). In Tam 
Duong district, schools provide meals for children. Teachers used lunchtime to name 
different foods and taught children new vocabulary in the context of their meals. Some 
teachers were sensitive to the children’s needs and exploited every opportunity to assist them 
to acquire Vietnamese language in real-life contexts.  
Some examples for explaining, elaborating and demonstrating in teaching Vietnamese are 
highlighted below: 
(1) On the first day of observation, teacher Dao saw that one girl, Dung, was not wearing 
socks. She asked this girl, “Do you have socks?” It seemed that the little girl did not 
understand what her teacher said. Then, Dao pointed to her feet and other children’s socks 
and said, “This is a pair of socks. These socks keep your feet warm in cold weather”. Dao 
used the context to introduce, as well as to demonstrate a new word “đôi tất” (a pair of 
socks) to the children.  
(2) The observation took place during winter in a mountainous area of Vietnam. In Chi’s 
class in Sin Ho district, the children came to class early on 6 December 2017. Some of them 
had runny noses.  
Teacher Chi exclaimed, “Oh, Sua, you have a runny nose. Please wipe your nose.” 
Child Sua did not understand what the teacher said. Then, teacher Chi came and wiped his 
nose and explained, “It is your sniffle. You have a runny nose. You can use a tissue to wipe 
your nose”.  
She then asked the other three children, “Can you help yourself?”.  
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Three children wiped their noses. Chi said, “Yes, you are wiping your nose.”  
By demonstrating and elaborating, Chi taught the children two new words, “chảy nước mũi” 
(runny nose) and “lau nước mũi” (wipe nose). The children easily acquired the new words as 
they helped themselves once the teacher reminded them.  
(3) During Physical Education, Lan taught children the lesson, How to jump over five circles. 
The lesson included several steps and Lan gave instructions after each step rather than giving 
the instructions all at once. Lan explained and demonstrated at the same time in order to help 
the children to learn new Vietnamese vocabulary as well as to acquire new knowledge. At the 
beginning, Lan taught the children to stand in line.  
Teacher Lan: “Each of you is to be separated by an arm's length, please.”  
The children did not understand, so Lan modelled and said, “Yes, you put your hand on your 
friend’s shoulder. That is arm's length.” Lan used gestures to model the action. Using a 
demonstration strategy, she supported children in her class to learn new terms for physical 
activity.  
TShe then helped the children to recognize colour by talking with them  about their learning 
materials.  
Teacher Lan: “What colour is this circle?” (She had two circles; one was red, and the other 
was green.) She showed the children the red one and engaged in the following exchange) 
Child 1: It is green.  
Teacher Lan: Oh, it is not green. It is red.  
Then she gave two circles to this child and asked: “Which is the green one?” 
Child 1: It is green (he pointed to the green circle) 
Teacher Lan: Yes, exactly. It is green, and this is red (she showed him the red one). 
 Staff sometimes used the opportunities provided by classroom materials, displays, or 
other concrete experiences to introduce words. For instance, when the children were learning 
how to jump, teacher Lan asked them to separate into two teams and compete against each 
other.  
Teacher Lan: “Please do not step on the starting line”.  
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However, at the first turn, many children did not understand and stepped on the starting line. 
Then, at the second turn, before each child took his/her turn, teacher Lan stood in front of the 
starting line and showed them the rule. Lan also asked the children to practice following her 
instruction to check their understanding. The children learned the phrase, “starting line” in 
Vietnamese and followed the rule on their second turn.  
Compared with the children in Dao’s, Chi’s and Lan’s classes, the children in Thu’s 
class used Vietnamese fluently. However, this did not mean that they  did not require support 
in learning Vietnamese. Thu helped the children to build their Vietnamese vocabulary in 
every classroom activity. After morning exercises, Thu talked with the children about the 
weather and the calendar.  
Teacher Thu: “What day is it today?”   
A boy: “Today is Monday.” 
Teacher Thu: “What day was it yesterday?” 
A boy: “Yesterday was eighth.” (Thứ Tám) 
Teacher Thu: “No, yesterday was Sunday.” 
 Teachers also focussed on helping children to review and practice new vocabulary by 
using play-based activities. For instance, teacher Lan and her colleague encouraged children 
to play a game called, “Matching the pictures.” There were two teams and the children had to 
find pieces and match them to pictures. Each picture represented a different occupation. The 
team which collected the most pictures and correctly named the occupations in the pictures 
was the winner. 
Once the children demonstrated that they could use the target language successfully, 
teachers introduced more language. For example, when teacher Dao handed puzzles to the 
children, a conversational exchange created an opportunity for them to practice their 
Vietnamese.  
 
Teacher Dao: “It is a man who usually brings our meals. What is his name?  
Children: “Mr. H.” 
Teacher Dao: “He is a kitchen hand.”   
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In this context, the teacher expanded on the language and taught the children a new word - 
kitchen hand. 
7.2.3  Developing learners’ implicit knowledge of the L2. In six observed 
classrooms, teachers created diverse play-based activities to assist children to acquire new 
vocabulary naturally. Children picked up new vocabulary through movement activities, 
music, pretend play and exploring the environment. In general, children completed movement 
exercises in the morning, and they learned language through the Vietnamese instructions that 
accompanied these activities. Children were also encouraged to recite Vietnamese poems and 
sing Vietnamese rhymes during transition and waiting times. However, pretend play was set 
up in only three of the six classrooms. Dao, Chi and Lan explained that alimited number of 
toys and learning materials prevented them from creating pretend play centres for children. In 
contrast, the teachers in the other three classes created different pretend play centres for 
children because there were more abundant learning materials at their disposal.  
In two days of observation in Diem’s class, four main areas for pretend play were set 
up. These included a construction centre, shopping centre, music centre and art centre. They 
were maintained without anychange or addition of new activities on the second day of 
observation. The teachers involved themselves in the children’s activities by interacting with 
them in each centre while the children were engaged in pretend play. There were many 
examples to demonstrate that play-based education was an effective way for L2 learners to 
become immersed in and acquire the target language naturally. Children were not told what 
the instructional target was, but simply engaged in activities that provided them with input 
containing the target feature and opportunities to use the new words in  Vietnamese.  
One example from the art centre in Dao’s class illustrates the type of interactions used in this 
setting: 
Teacher Dao: “What are you doing?”  
Children: “I am drawing a house on stilts.” 
Teacher: “Who is living in this house? Can you draw the members of your family?”  
The teacher then encouraged the children to draw their family members, and used 
Vietnamese words to name each person.  
169 
 
Dao elaborated on the theme and, in so doing, helped the children to learn and practice new 
words.  
Another example of explanation occurred in the construction centre in Diem’s class. 
The children in this class used Vietnamese more fluently than the children in Dao’s class, and 
so Diem explained complex terms in Vietnamese rather than simply introducing single 
words.  
Teacher Diem: “You are building a flower-garden, aren’t you? Why did you put a tiger in 
with domestic animals?” The children could not explain why. The teacher explained that a 
tiger eats domestic animals so they need to be put in a separate place. She then asked her 
students to build a new place for the tiger so that it did not share a place with the other 
animals. In this example, Diem taught children to identify wild animals and domestic 
animals. She also asked the children to repeat some features in Vietnamese that are used to 
identify animals.  
In Thu’s classroom, five main centres were set up, namely a construction centre, shopping 
centre, hospital centre, nature centre and art centre. The children in Thu’s class were 
confident in using Vietnamese, so Thu set up the pretend play environment and encouraged 
them to practice Vietnamese amongst themselves. Due to limited space, the nature centre was 
set up outside the class whilst the other four centres were located inside the class. They were 
maintained without any change or addition of new activities on the second day of 
observation. In each centre, children occasionally used the Giay language to support each 
other if one of them could not express their ideas in Vietnamese. Thu threw a ball to the 
children and the one who caught the ball had the chance to choose his favourite centre and to 
ask his peers to join his group. In the following example, children engage in pretend play 
which creates a rich but informal context for practicing the L2 with peers.  
Teacher Thu: “Duy, congratulations, you caught the ball. Which centre do you want to play 
in?”  
Duy: “I am interested in the hospital centre. I want to be a doctor.”  
Teacher Thu: “Can you invite your friends to join you?”  
Duy invited his friends, and then threw the ball to other children in the class to choose their 
favourite players. Thechildren then organised themselves by preparing the appropriate 
furniture for their centre. They were friendly towards each other, and played between the 
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different centres. Some of the children who were playing in the construction centre went to 
the shopping centre to buy building materials. Some of the children who were playing in the 
art centre went to the shopping centre to buy pencils and other craft materials. Four sellers 
alternately looked after the shop, while one girl went to the hospital for a check up. They 
would occasionally close the shop and explain to their customers that they needed time to rest 
or to write an inventory of the contents of their shop. In the hospital centre, a doctor and a 
nurse treated their patients equally. All the patients, who had different jobs (from other 
centres), had to buy a ticket and line up to see the doctor. A boy who played being a doctor 
took notes in his notebook. He said that he was describing diseases. He also required a nurse 
to collect the patient’s information and to set up a case history in order to follow the 
development of the disease. In general, the four centres inside the class worked together, and 
there was some limited connection with the nature centre outside. The children in the nature 
centre watered the flowerpots in front of the class. Vietnamese was used through most of the 
pretend time. They rarely used their mother tongue to communicate unless they were engaged 
in private conversation with peers.   
Teacher Thu supported all the pretend play centres in her class. She explained a rule 
to the children before they began playing: “What do you do when playing with your peers? 
You must play harmoniously and not scramble for toys.” Before the end of pretend play time, 
Thu asked the children to visit a building in the construction centre. Teacher Thu and the 
children discussed this building. Teacher Thu collected children’s works from the art centre, 
but she did not name them or ask the children to name their works. In general, Thu set up a 
warm environment where children could learn Vietnamese words and grammar/rules both 
formally and non-formally. During the entire period of observation, the children were not 
forced to use Vietnamese. They showed a willingness to use the language to communicate 
with each other most of the time.  
During the two days of observation in Thanh’s classroom, four main centres were set 
up in the class, namely a construction centre, shopping centre, teaching centre (or 
mathematics and letters centre), and a reading poetry centre. They were maintained without 
any change or addition of new activities on the second day of observation. The teacher 
involved herself in the children’s activities by interacting with the children while they were 
playing. In each centre, the children rarely used the Thai language to talk with each other 
unless one of them could not express his/her ideas in Vietnamese. Children chose the centre 
themselves and teachers only intervened if too many children chose one centre; they then 
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asked the children to move to another centre to play. In the construction centre, children used 
blocks to create buildings or houses. A group of children chose a leader, and worked together 
to follow one design. In the shopping centre, children took turns to be the sales assistant and 
customer. In the teacher centre, one child pretended to be a mathematics teacher and one 
child was a literacy teacher while their peers were the learners. A ‘pretend’ teacher asked the 
students to read letters or numbers aloud and supported those who could not give correct 
answers. In the reading poetry centre, children sat together and read several Vietnamese 
poems aloud. I was surprised when observing Thanh’s class because although the children 
were Thai, they used Vietnamese fluently. Children prepared furniture and toys best suited to 
their chosen play centre. They were friendly to each other, but the children in each centre 
played separately except for some children in the construction centre who needed to go to the 
shopping centre to buy materials for their building. Like Thu, Thanh supported all the 
‘pretend’ play centres in her class and explained the rules to the children before they played. 
Before finishing their pretend time, teacher Thanh asked the children to visit a building in the 
construction centre and to discuss the building. Although Thanh’s and Thu’s classes were 
located in different districts, they used the same method of setting up play centres for the 
children.  
During play in the shopping centre, Thanh used elaborating methods to encourage 
children to practice Vietnamese.  
Teacher Thanh: “What do you have to sell today?”  
Children: “We have fresh vegetables, fruits, and juices.”  
Teacher: “How do you treat your customers? If someone goes to your shop and they don’t 
buy anything, what do you say to them?” 
Child 1: “I still say “hello” to them.” 
Child 2: “I would say, ’We are sorry that we don’t have the things you want to buy. We will 
serve you better next time. Thank you’”.  
Child 3: “I would not say anything.”  
Teacher Thanh: “Thank you for your answers. I believe that a warm seller is a person who is 
kind and friendly to the customers. Also, customers have a right to choose and buy what they 
want, don’t they? If I were a seller, I would always smile and welcome all customers even 
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though some of them do not buy anything when they visit my shop. They might come to my 
shop next time and buy more if I am friendly to them.” 
In this example, Thanh placed children in the context and encouraged them to share and 
express their ideas in Vietnamese. She then modelled how to choose the words to achieve 
clear communication.  
Another example occurred in the construction centre. Thanh engaged in friendly warm 
conversation with the children and asked different questions to provide a scaffolding for 
learners to express their ideas in Vietnamese.  
Teacher Thanh: “What will you build today?” 
Child 1: “I will build a house.” 
Child 2: “I will build a stadium.”  
Teacher Thanh: “What will happen if you all help each other to build a big building?”  
Children: “It will be great.” 
Teacher Thanh: “That is right! What is your plan? Can you discuss your ideas and tell me 
about them?”  
(After a few seconds) Children: “We are going to build a park.” 
Teacher Thanh: “That sounds interesting. What kind of materials will you use when 
building?”  
Child1: “We will use brick.” 
Child 2: “We will use sand.” 
Child 3: “We will use gravel and stone.”  
Child 4: “We have to plant trees too.”  
Teacher Thanh: “Oh, yes, you can use sand, gravel, stone and brick to build your park, and of 
course you have to plant trees too. Where will you go to buy these materials?”  
Children: “We will buy them at the shopping centre.” 




 The interaction between Thanh and the children demonstrates individual support in 
learning an L2. Although Thanh worked alone in her class, she tried her best to set up many 
individual conversations with the children. In each conversation, she avoided vague 
instructions, and she asked both closed-ended and open-ended questions which enabled the 
learners to answer freely.   
7.2.4 Focusing on developing children’s oral language and correct children's’ 
speech in a very positive way. Most of the participants stated that developing children’s oral 
language was important. Apart from the children in Diem’s and Thu’s classes, the children in 
the other classes mispronounced some Vietnamese letters, and their three teachers corrected 
their mispronunciation and vocabulary in a positive way. Rather than telling the children that 
they had said something incorrectly for example, the teachers would repeat the word a few 
times thereby modelling its correct use.  This strategy helped the children to improve their 
listening as well as their speaking skills.  
During the teaching of a poem, teachers Dao and Chi created a chance for some 
individuals to read the poem in front of their peers. After each presentation, they corrected 
the children’s mispronunciations. Dao, for instance, modelled the correct sounds to Bảo, a 
Thai boy, who mispronounced “ng”-“nh”, and “ân”- “ưn” and to three other children who 
also mispronounced “ng”-“nh”. She then asked them to repeat the sounds several times.  
Another example took place in Lan’s classroom during a lesson where children were learning 
occupations through pictures and Lan invited individual children to name different pictures. 
After each response, Lan covertly corrected the children’s mispronunciations.  
One observation I made was that Thanh mispronounced the letters “l” and “n” in Vietnamese 
even though she is Kinh. In her class, most  the Thai children made the same mistakes as their 
teacher. Her modelling affected the way the children pronounced these letters. Thanh worked 
alone in the class, and therefore no one else was available to help the children correct their 
pronunciation. 
7.3 Using Diverse Methods in Order to create Extensive L2 Input for Learners 
The classroom observations revealed that teachers in the six settings shared some 
common methods in extending L2 input for learners. These methods included creating a 
Vietnamese language environment in class, encouraging children to use the target language, 
using on-the-spot labelling in meaningful contexts, creating opportunities for child-teacher 
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conversation; using double message, repetition, and fine-tuned language repetition, using self 
and parallel talk in teaching and using Vietnamese songs to teach simple vocabulary.  
7.3.1  Creating a Vietnamese language environment in class. There were limited 
Vietnamese language environments in Dao’s, Chi’s and Lan’s classes. In Dao’s class, there 
was not a clear association between the use of print and any spoken language or pictures 
used. There were some explanations in print of the five main learning centres in the class. 
However, there were no labelled pictures in the class. There was an absence of any 
environmental print relevant to the children (e.g., name tags on children’s personal 
possessions). On the second day of observation,  Dao and her colleague showed the children 
five animal pictures with text illustrations and read the text aloud to the children, but there 
was only one instance of this. Furthermore, there were no books for the children to explore 
and no daily reading time was scheduled. Teachers complained that the temporary classes 
were not fenced which meant that flowerpots in the yard were stolen. This prevented them 
from setting up a rich Vietnamese print environment outside the classroom through the 
labelling of trees in each flowerpot, for example. In Chi’s and Lan’s classes, the situation was 
the same as Dao’s class. Teacher Chi complained that in the temporary classes teachers did 
not have the chance to set up a rich Vietnamese print environment outside the classroom.  
  In contrast, there was a rich Vietnamese print environment in Diem’s, Thu’s and 
Thanh’s classes. Printed letters were everywhere in these classes. There was print on display 
that was relevant to the children and there were books, although no daily reading time was 
scheduled during the two days of observation. While there was a Vietnamese print 
environment outside the classroom in the form of labelled trees in each flowerpot in Thu’s 
and Thanh’s classes, this was not the case in Diem’s class. However, in her class, almost all 
pictures were labelled. Although Diem had been teaching the 5-year-old class for just two 
weeks, she remembered all the children’s names and used their names during activities. Diem 
and the children in her class are Thai, but she did not use the Thai language to communicate 
with them. Like other participants, Diem asked thre children to use Vietnamese in class most 
of the time.  
7.3.2 Using on-the-spot labeling in meaningful contexts (or decontextualized 
language). In early childhood education, the teachable moment is an important pedagogical 
approach (Hyun & Marshall, 2003). Thus, I found that on-the-spot labeling in meaningful 
contexts identifies “teachable moments” to talk about the object(s) that a child is using or 
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about his/her actions at that particular moment. This technique was used in five classes, with 
the exception of Diem’s class. In each of these settings, teachers taught children new 
vocabulary or reminded them of new vocabulary in context. The examples below show how 
five participants helped children to learn new Vietnamese vocabulary using on-the-spot 
labelling. 
Firstly, teachers used context in their classrooms to explain and fortify new 
Vietnamese vocabulary. In Dao’s class, the children started early (7.20am) and so some of 
them brought their breakfast to class. The teacher said that “you should remember to throw 
your garbage into the bin outside the class.” Some children understood what the teacher said 
and followed the instruction. Others, however, did not understand. The teacher used a 
contextual example of one child who threw his waste into the bin to reinforce the vocabulary. 
She asked the children who did not understand: “Did you see that? Bao threw his waste into 
the bin. Yes, this is a bin”. By using Bao’s action as an example, Dao explained a new word 
(bin) to the children who were not clear about it.  
Like Dao, Thanh used the same method when teaching new vocabulary. After 
morning exercise, she taught the children how to do army crawling by using their hands and 
legs. She asked the children to separate into two lines.  
Teacher Thanh: “Move to the left, two steps, please.” 
Most of the children moved in the right direction, but one boy moved tothe right. At that 
point, Thanh said, “Oh, you are moving to the right. This is not the left. Can you please move 
to the left nowT?”  
The child then moved to the left.  
Teacher: “Yes, you moved to the left. This is the left.” 
Step by step, Thanh helped the children in her class to understand and use Vietnamese for 
directions.  
Secondly, teachers Thu, Chi and Lan introduced new Vietnamese vocabulary when 
they were communicating with children. In Thu’s class, she encouraged the children to draw 
with chalk and she discussed their drawings with them when they were playing outdoors.  




Thu: “What are you drawing?”  
Child: “I am drawing a rabbit.” 
Thu (Pointing to different parts of the picture): “What is this called?”   
The child responded and named  parts of the picture correctly in Vietnamese.  
Thu: “Did you draw a house for your rabbit?” 
The child  nodded his head 
Thu: “Yes, a house for a rabbit is a hutch.”  
In this example, Thu introduced one new word - hutch (cái chuồng) to the child. It appeared 
that children learned this vocabulary in context because in the afternoon, Thu asked them to 
name objects in different pictures in Vietnamese and a few children used the word cái chuồng 
(hutch) to describe the rabbit picture.  
In Chi’s class, some of the children would cry when they arrived at school. Chi asked 
one boy, “Who brings you to class? Your father or your uncle?”. The boy did not answer 
because he could not understand what the teacher had said. Then she used H’Mong language 
to explain the words “father” and “uncle.” This child answered in H’mong, and Chi said: “Do 
you mean your father? It was your father?” 
 The boy responded in Vietnamese, “Yes, it was my father.”   
In Lan’s class, during a learning experience where children were exploring nature, the 
teacher called on the children to show and name different parts of the daisy flower.  
Child 1: (Shows and talks) “There are leaves.”  
Lan: “Yes, there are green leaves.” 
Child 2: (Shows and talks) “This a daisy flower.” 
Lan: “Yes, it is a yellow daisy.”  
Lan added an adjective to describe a feature of the flower. Based on her modelling, children 
may have learned the word for the colour and how to describe the object.  
7.3.3 Creating more conversation between adults and children. Teachers were 
friendly and formed close relationships with the children in their classes. A relaxed 
177 
 
environment allowed children to talk with staff and with one another for most of the day in 
all six classrooms. They created one-on-one opportunities to talk with children by initiating 
conversations with individuals.  
In an activity like learning a poem, teachers Dao, Diem, and Chi asked closed 
questions in order to help children explore the content of a poem. It may be that Dao and Chi 
chose closed questions in their classes because the children had limited Vietnamese 
vocabulary, and it was not easy for them to understand and answer open-ended questions. In 
contrast, the Thai children in Diem’s class were confident and quite fluent in  Vietnamese, 
but Diem did not diverse or extended the questions. After reading one poem, “A pretty bowl” 
(see Figure 7-2 below), for example, Diem asked questions about the content of the poem. 
When she asked the question: “What do you do after having a meal?”, one girl answered, “I 
will wipe my mouth and wash my bowl.” However, Diem rejected this answer because the 
poem read, “I will take care of my bowl”. The children in Diem’s class then appeared to lose 
interest in exploring the poem. They were not confident to raise their hands and express their 
ideas after that. Thus, Diem did not encourage the children positively enough to prompt them 
to explore their ideas about the poem more fully. Her response may have prevented the 
children from using Vietnamese to share their views.  
Cái bát xinh xinh 
(Thanh Hòa) 
Mẹ cha công tác 
Nhà máy Bát Tràng 
Mang về cho bé 
Cái bát xinh xinh 
Có cành hoa cúc 
Nở xòe rung rinh 
Từ bùn đất sét 
Qua bàn tay cha 
Qua bàn tay mẹ 
Thành cái bát hoa 
Nâng niu bé giữ 
Mỗi bữa hàng ngày 
Công cha, công mẹ 
A pretty bowl 
(Thanh Hoa) 
My parents are working 
At Bat Trang Pottery factory 
Giving to me 
A pretty bowl 
That has a blooming daisy flower 
The flower bowl is made from clay 
Kneading by father 
Kneading by mother 
I take loving care of my bowl 
Every meal  
Every day 
It is my father’s merit 
It is my mother’s merit 
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Bé cầm trên tay.   
Figure 7-2. A poem "A pretty bowl" (Hoa, 2018) 
 
Teachers like Dao and Lan paid attention to what children who spoke limited 
Vietnamese said, responding either neutrally or positively, but not negatively. These teachers 
responded positively when the children communicated, and encouraged them to talk more by 
scaffolding conversations. Examples of this included: listening with interest to a child who 
was able to speak at length, providing words to help a child explain what she/he wanted, 
responding positively to children’s questions and following through with children’s requests. 
Sometimes, they asked occasional “non-rote” questions that children could answer 
successfully.  
An example of non-rote questioning was evident when Dao talked with the children 
about their chalk drawings in the gravel. She asked them about their works and expanded the 
conversation by adding more information or instruction.  
Dao asked the children to draw any kind of animal.  
Dao asked Nhan, “What are you drawing?” 
Nhan: “I am drawing a fish.”  
Dao: “Do you want to draw a small crab and shrimp? (Teacher explains how to draw a crab 
and a shrimp). Then she asked, “Nhan, do you want to draw anything else?”  
Nhan: “I want to draw a cow.”  
Dao: “Why do you want to draw a cow in the pond?”  
Nhan: “My cow will take a bath in the pond.” 
Not only did Dao develop conversations with the children that were directly related to 
the learning activity, but she also developed conversations that went beyond the classroom 
activities and materials. She encouraged the children to join in social talk about home and 
family life, activities in the community, feelings and other non-school topics. During greeting 
time, for example, Dao chatted with the children. She questioned one girl who was wearing 
new clothes. (She explained that children in her class normally wear donated clothes and only 
a few children, whose parents work far from home, have the chance to wear new clothes).  
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Dao: “Oh, do you have new clothes? You are wearing beautiful clothes today. Did your 
mother come home?”  
Girl: “Yes, my mom just came back home yesterday.” 
Dao: “Did she buy new clothes for you?” 
The girl nodded. 
Dao: “When she is at work, who do you sleep with?”  (Teacher D: Her mother works outside 
Lai Chau province) 
Girl: “My dad.” 
Dao: “What does your father sell in his store? Does he sell candies?”  
Girl: “My dad sells a lot of candies.” 
In general, teacher Dao attempted to maximize children’s individual abilities to 
communicate. For example, she attempts to understand what a less verbal child may be trying 
to say, and waits for a response from the child. The strict timetable however, leaves little time 
for the teacher to interact socially with children. This interaction is further restricted during 
transition times because Dao wanted the children to stay quiet. 
Sharing the same circumstances as Dao and Chi, Lan taught La Hu children who had 
limited Vietnamese language. Lan encouraged the children to talk, and she shared ideas with 
them in her class. She also provided scaffolding for children’s conversations. For example, 
when helping them to explore nature, Lan encouraged the children to learn about daisy 
flowers. 
Lan: “Have you ever seen this flower?” 
Child 1: “I saw it in your garden.” 
Lan: “Do you know its name in Vietnamese?” 
Children: “I don’t know.” 
Lan: “It is called a daisy (“Hoa cúc”). Can you tell me how many parts there are to this 
plant?” (She showed them a flowerpot) 
Child 2: “It has leaves, flowers, body.” 
180 
 
Lan: “Inside the soil is a root. The root makes food for this tree. We can see its body, leaves 
and flowers. What colours are these flowers?”  
Child 3: “They are red.” 
Lan: “Oh, they are not red. They are yellow. Who can show me something in our classroom 
that also has a yellow colour?” 
When practicing Vietnamese with the children, Lan used both occasional “non-rote” 
questions that they could answer successfully, and questions that required longer answers 
such as those that begin with “how”, “what if”, “why” and “tell me about”. She encouraged 
children to practice the Vietnamese language each morning. She asked different questions 
that linked with the children’s experience, such as:  
- If someone comes to visit your class, what should you do?  
- When you are playing with your peers, what should you do?  
- How many days per week? 
- How many people are there in your house? 
- Can you tell me the different parts of your body? 
- When do you need to wash your hands? 
- Can you tell me what kinds of fruit have vitamin A? 
Lan also took advantage of the situation in her class to ask questions that children are 
interested in answering. For instance, children enjoyed naming different occupations in the 
pictures that they were taught. TShe then asked them about occupations that they already 
knew before introducing new occupations. She showed the class a picture of a hospital and 
asked, “Who is working in this picture?” 
Children: “They are nurses.” 
Lan: “What are they doing?” 
Child 1: “One nurse looks after old people.”  
Child 2: “One nurse injects medicine into a patient.” 
Lan showed a picture of an engineer, and asked, “Who is this?” 
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Child 1: “It is ’ký sư‘ (an engineer). This child mispronounced a word in Vietnamese. 
Lan: "Oh, do you mean ’kỹ sư‘? Yes, exactly.” 
Lan respond positively to the children’s attempts to communicate and encouraged them to 
talk more by asking:  
Lan: “Can you tell me what colour his hat is?” 
Child: “It is yellow.” 
Lan: “He is wearing a yellow hat. What is he doing in this picture?”  
Child: “He is fixing.”  
Lan: “He is repairing a damaged machine.”  
 In Diem, Thu, and Thanh’s classes, children used Vietnamese more often and more 
accurately than the children in other settings. There were many staff-child conversations 
during indoor free play periods. During pretend play time, the teachers used only open-ended 
questions that required longer answers such as questions that begin with “how”, “what if”, 
“why” and “tell me about” to talk with the children. In all three classes the children showed 
an interest in the ‘shopping centre’, and the teachers asked them many questions about shops. 
The children expressed their ideas enthusiastically. Diem, for example, had the following 
exchange with children in the classroom shopping centre: 
Diem: “What did you buy?”  
Child: “I bought a bag of paddywhack.”  
Diem: “How much was it?” 
Child: “It was 3.000VND.” 
Diem: “It was so cheap! Where did you buy this paddywhack?”  
Child: “I bought it at Miss Van Anh’s shop.”  
Diem: “Oh, I will go to this shop to buy the same thing. Thank you so much.” 
 In this example, language modelling real-world scenarios helped the children to learn 
more Vietnamese. This example also demonstrates that play-based environments in early 
childhood are highly effective for children learning a second language.  
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Thu and Thanh encouraged some of the children, who were confident users of 
Vietnamese, to help other peers in the class. They also helped children communicate verbally 
with one another by using polite words to begin a conversation. For example, in the shopping 
centre during pretend time, children were excited about playing the roles of sellers and 
customers. When customers bought a lot for their construction centre, Thu and Thanh 
reminded the sellers to say “thank you.” 
 In Thu’s class, she encouraged children to talk socially with their peers rather than 
with adults. She asked one girl, Tram, for example, to be a master of ceremonies and to 
introduce the rules of an indoor game called Finding the house to her peers.  
When the children had their afternoon snack, two children helped Thu to give out the cakes. 
One girl received the cakes from them and used the wrong pronoun. Instead of using a 
pronoun for people of the same rank and age as her, she used a respectful pronoun that is only 
used when talking with teachers. Teacher Thu corrected her mistake. 
Receiving the cake from a friend, the child said, “Con cảm ơn bạn.” (Thank you) 
Teacher Thu: ”Oh, you only use “con” when communicating with your parents or with me. 
You should say ’Tớ cảm ơn bạn‘ to your friends.”  
7.3.4 Using Double message, repetition, and fine-tuned language. The double 
message, repetition and fine-tuned language techniques (R. Ellis & Shintani, 2014) were only 
used in three classrooms where children did not speak Vietnamese fluently. Dao, Chi and Lan 
used words along with plenty of gestures, body language and actions in order to help the 
children to acquire Vietnamese. Normally, the teachers repeated something new that they 
were introducing to the children at least twice.Fine-tuned language was used in the classes. 
This strategy simplifies messages and uses short or re-worked sentences to help with 
meaning-making. The three strategies were normally used at the same time. When teachers 
realised that children had not understood what they said, they used both sign language and 
oral language, and then fine-tuned the language and repeated their words or sentences several 
times in order to help children to acquire the new vocabulary.  
The weather was cold during the observation period and some children in Chi’s 
classhad runny noses. Chi said, “Please use a tissue to wipe your nose.” The children did not 
understand what she said so Chi helped one boy to wipe his nose. She talked at the same 
time, saying, “Attention, please. You have a runny nose. I helped him to wipe his nose. 
Please use a tissue and wipe your nose as I did. Yes, you wipe it”. 
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One boy in Lan’s class was wearing only one jacket, and he could not do his jacket up 
because the zip was damaged. Lan found a donated shirt in her class and asked him to wear it. 
The boy did not understand what the teacher said when she gave him the shirt, and so Lan 
explained and helped him: “You should button your shirt in this way.” (she showed him how 
to do it). “It will keep your body warm. Now you can put on your jacket. Yes, this is your 
jacket”. 
7.3.5 Talking about the here and now (Children use context to understand the 
message). Teachers talked about the here and now, and children used context to understand 
the message. An example of this, that I observed in all six settings, was when teachers 
introduced the menu at lunch and snack times. Each teacher made statements similar to Thu’s 
when she announced, “Today we have Vietnamese caramelized braised pork and wax 
gourd/winter melon soup.” 
Dao and Thu took advantage of spontaneous situations in the classroom more obviously 
than other teacher participants in the study. Dao’s temporary class was located near the main 
road of the village. The children could see what the road from inside the class. Dao said, “The 
children in my class become excited when different vehicles pass on this road.” During the 
afternoon of the observation day, a big truck passed by, and all the children followed this 
truck with their eyes. At that time, Dao explained to the children, “That is a truck. The truck 
is passing on the road.” She took full advantage of this moment to teach some new 
Vietnamese vocabulary.  
While helping the children to explore the natural environment around the classroom, Thu 
made use of the context to expand the children’s vocabulary and knowledge.  
Thu: “Who usually helps me to take care of our flower garden?”  
(Then the children raised their hands.) 
Thu: “Oh yes, all of you helped me a lot. What did you do?”  
Children: “We watered the trees and planted new trees.” 
Thu: “Can you see grass?”  
Children: “Yes, it is grass.” They pointed to grass in the flowerpots. 
Thu: “Yes, it is growing very fast. It will use all the nutrition in the soil, and the flowers will 
not have enough food. Please remember to weed the grass when you water the flowers.” 
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Children: “We will.” 
Thu: “What tree did you plant?”  
Children: “An aloe.” 
Thu: “Oh, exactly, an aloe. Who planted this tree?”  
Children: “Chuyen.” 
The children and Thu went around their yard and looked at their small garden. Suddenly, the 
teacher saw some garbage in the yard. She stopped and picked up the waste and asked, “If 
you see waste, what would you do?” 
Children: “We will put garbage into the bin.” 
Thu: “That is right. You should put the waste into the bin. Also, you should not throw your 
waste on the ground. You see, we have planted many kinds of flowers in our garden. How 
about your garden at home? What kind of trees do your family members plant?” 
The childrentook turns listing trees in their gardens such as guava, banana and pineapple. 
Thu: ”Oh, all the trees that you listed are fruit trees. Do you know about this?” 
The children indicated that they did not with a shake of their heads.  
Thu repeated, “Trees that are planted in the garden and supply fruit are called fruit-trees.” 
In this example, Thu helped the children to learn at least two new Vietnamese words: 
cỏ (grass) and “cây ăn quả” (fruit trees). Through discussion with the teacher, the Giay 
children in this class not only acquired new words, but also learnt something new about the 
natural environment.  
7.3.6 Only using Vietnamese in communication.  In general, the six participants 
were effective language role models in their classes. In Dao, Thu and Thanh’s classes, the 
teachers used only Vietnamese in communication and focused on one language at a 
time.They were unable to provide immediate translations because they could not speak any of 
the Indigenous languages. These teachers did not code–switch languages with the children. 
The children’s use of code-switching however, was acceptable. In Chi’s and Lan’s classes, 
the teachers spoke a little of the children’s first languages, and occasionally translated new 
Vietnamese words into the children’s languages. Generally, they used Vietnamese most of 
the time. Although Diem and the children in her class share the same first language, she 
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maintained a  focus on Vietnamese. She avoided immediate translations and only used Thai 
when communicating with grandparents who could not speak Vietnamese at arrival and 
departure times.  
7.3.7 Using Self-and Parallel Talk in teaching.  ‘Self--talk’ is a strategy in which 
the adult describes what he or she is doing. The adult provides words to describe his or her 
actions, without expecting the child to respond. When a teacher uses ‘parallel talk’, she acts 
like a broadcaster. She watches the action and describes it to the child without expecting a 
response (Bayat, 2016). Apart from Diem, the other five teachers used self and parallel talk 
techniques when teaching to map their own actions and to describe students’ actions using the 
L2.  
 Dao taught children how to draw a tree in a play-based activity. She used self-talk to 
describe what she was drawing: “You should draw a tree with a tree-trunk and leaves. You 
can draw a leaf canopy using curved lines. After finishing one tree, you can draw more trees 
and make a line of trees”. 
 Thu and her colleague played and explained the rules of a game called A Fox and a 
Rabbit during an outdoor activity. Thu pretended to be a fox and the other teacher pretended 
to be a rabbit. The teacher waved her hands to mimic a rabbit’s long ears and read a poem. 
When she finished the poem, a fox appeared and tried to catch the rabbit. The children 
observed the teachers’ rules, and then played together. In the morning Thu introduced and 
guided the children in a physical education lesson called Feet apart and Feet together for a 
Jump over Seven Circles. She explained the rules as she jumped over the seven circles: 
“When you hear the signal, please put your feet together to jump into the first circle, then 
spread your feet apart to jump into the second circle. Keep jumping until you finish all seven 
circles.”  
 Thanh played and explained the rules of a game called Catching a Cricket in an 
outdoor activity. She explained that one child was the catcher and the other children, who 
pretended to be crickets, must walk in a single file. The teacher played the catcher the first 
time and, as she finished the poem, she tried to catch a cricket. The children observed the 
teacher’s rules, and then played the game together.  
 In another example, Thanh introduced and guided the children in a physical education 
lesson called Crawling through Circles by using Hands and Legs. Teacher Thanh explained 
while crawling through three circles: “When you hear the signal, crawl through the circles as 
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fast as you can. Please remember not to knock the circles down. Whoever reaches the target 
first will be the winner.”  
 Chi taught the children how to tidy up the toys after playing. She used self-talk while 
the children were tidying up: “You should gather all the toys in a big box that I put in the 
storeroom. Then, you roll up the sedge mat and put it in the store. Finally, arrange your chairs 
in a rectangle. You will then be ready for your lesson.” Although some of the five year olds 
already knew how to tidy up the toys, Chi explained the process again. By repeating the 
instruction many times, Chi helped the younger children in the class to understand the 
requirements in Vietnamese and how to use the language naturally.  
 Teacher Lan taught the children how to tidy up the classroom after playing on the 
Friday afternoon. sShe explained that the spongy mats in the class are washed every Friday 
afternoon. She used self-talk to describe what she was doing: “First, you should separate our 
mats into small squares, and then pile them into two heaps. Finally, you take them to the 
laundry outside the class.”  
 In general, self-talk and parallel talk helped these teachers to develop a relationship 
with the children in their classes. Teachers used language and eye contact to encourage 
children to engage in different activities in the class, especially young children who had 
limited Vietnamese. In order to target the children’s receptive language, the teachers slowed 
down and used fewer words for each explanation.  They also used gestures or pointed to  
objects that represented words to help the children understand particular target words .  
7.3.8 Using Vietnamese songs to teach simple vocabulary.  
In all six classrooms, adults often recited or sang rhymes to the children. The children 
were encouraged to speak and sing Vietnamese rhymes during the transition and waiting 
times.  Some teachers opted to read traditional Vietnamese nursery rhymes during morning 
exercises while the children were moving their bodies. Teachers Dao, Diem, Thu and Thanh 
all encouraged children to read Vietnamese nursery rhymes, such as Nu na nu nống (Dao’s 
class), and Dung dăng dung dẻ (Diem’s class), aloud while moving their bodies  to the 
rhyme. In outdoor activities, Thu and Thanh asked children to find a partner, and two of them 
had to move their bodies according to the content of the nursery rhyme Lộn cầu vồng 
(Turning the rainbow). Thanh used a nursery rhyme symbolising a “catching crickets” game 
after the morning exercises, and Dao used a poem Trời nắng, trời mưa (Sunny and raining) to 
create a movement game. During one observation in Dao’s class, the children’s attention was 
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drawn to the syllabification of words through a clapping and jumping activity. In the 
morning, after their exercises, the teachers and children played a clapping and jumping game. 
The teachers also used a strategy of reading each line of a poem aloud, and the children had 
to move their arms and bodies accordingly. Their movements reflected the different stages of 
a tree growing. The children raised their arms, for example, when Dao read, “a seed is 
sprouting.”  
Once again, while explaining how to play traditional games that combined with 
Vietnamese songs/poems, the teachers broke their instructions down into several steps. The 
task itself was not particularly complicated, but if the instructions had been given all at once, 
learners who were at a beginner L2 level would have been overwhelmed. Thus, through 
breaking the instructions down into parts and offering parallel talk, the teachers facilitated 
reception of the target language.  
7.3.9 Opportunities for sharing books and emergent writing/mark making.  
Some teachers focussed on helping children to become familiar with print. As explained 
earlier, in Lan’s class there was some printed material that described particular pictures in the 
class. Lan offered a rich Vietnamese print environment. In Diem’s, Thu’s and Thanh’s 
classes, some visible print was combined with pictures so that the children could understand 
the meanings or sounds that went with them. In addition to this, the children’s names were 
written on the backs of their chairs and on the cabinets that stored their backpacks and clothes 
to help them recognize their personal belongings. There was no opportunity in any of the 
classes however, for the children to observe staff writing the words they spoke. In Diem’s, 
Thanh’s and Thu’s classes, there were pencils and chalk, but the children were not 
encouraged to write. Pencils were just used for drawing during pretend time; a selection of 
Vietnamese letters were taught separately, andthese were practiced each day. Three of the 
teachers used the technique of pointing to Vietnamese letters on the blackboard and asking 
the children to name them. During the two days of observation in each class, the children in 
Thanh’s, Thu’s and Diem’s classes were not  encouraged to use emergent writing, and no 
space was set aside for this purpose. Children were not encouraged to write their own names, 
and their teachers did not set up any activities to help them to write letters. Only in Lan’s 
class, did children learn how to write Vietnamese letters by connecting the dots that 
represented a Vietnamese letter. In Dao’s and Chi’s classes, the teachers neither created any 
activities to help familiarise the children with print, nor developed children’s emergent 
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writing. There was no evidence of any printed text relevant to the children’s displays and 
there were no pictures to support visual cues for Vietnamese letters. There was also an 
absence of alphabet charts in both classrooms. None of the participants read books aloud to 
the children during the two days of observation. There was no shared book activity in the 
classrooms and no daily reading time listed on the schedule during that time. In Dao’s and 
Chi’s classes, limited material facilities meant that there were no books for the children. In 
the other classes, a few books were stored on a shelf with other toys, and the children could 
reach them easily. However, there was not a dedicated space for the children to use them 
except in pretend play, and few children were interested in reading books during their pretend 
time.  
7.4 Creating Different Opportunities for Learners to Practice L2 Language 
7.4.1 Providing positive feedback when children try to use Vietnamese to 
communicate. Some participants complained that although the first semester was almost 
finished at the time of observation (in Vietnam there are two semesters in a school year and 
each semesters takes five months), a few children in their class were still unable to use any 
Vietnamese words (Dao’s and Chi’s classes), or a few children were still unable to speak 
Vietnamese fluently (Lan’s class). It means that after nearly five months, a few children 
acquired the new language slowly. However, in classes where children were not strong at 
Vietnamese, the teachers focussed on the message the child was trying to convey rather than 
on grammar. They did not put pressure on the children in their classes. Although the children 
may not have been able to answer in Vietnamese, the teachers remained patient. They 
allowed children to either talk or not according to their individual ability levels. They 
accepted body language in communication by giving a nod of assent, or by refusing with a 
shake of the head. They also recognized children’s attempts to use Vietnamese and provided 
positive feedback when children tried to use Vietnamese to communicate. For example, Dao 
asked one boy to explain his picture in Vietnamese:  
 
Dao: “What shape did you draw?” 
Nhan (a H’Mong boy): “Ta giác.” (a triangle) mispronounced.  
Dao: “Do you mean ’tam giác?’ Oh, you drew a beautiful triangle.”  
Lan discussed an occupation with the class that was illustrated in a picture:  
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Lan: “What is he doing?” (she showed a picture of a hairdresser cutting a customer’s 
hair).  
Me Hu: “He is ’cắn tóc.‘ (She mispronounced the Vietnamese letters “n” and “t” and 
changed the word’s meaning) 
Lan: “Do you mean ’cắt tóc?’ Oh yes, you are right. He is cutting the customer’s 
hair.”  
In another example, Chi helped the children to count:  
Chi: “What number is it?” 
Tha (a H’Mong boy): “Tá” (mispronounced, changing the meaning to a dozen)  
Chi: “Do you mean ’tám‘ (eight)? Oh yes, you are right. Four plus four is eight.”   
  
During the period of observation, the researcher encountered an unexpected situation in the 
pretend play centre in Thu’s class.  
Child 1 (a customer): “I would like to buy a ’lông‘.” (a child wanted to buy a brush, 
but he could not remember the word. In Vietnamese, this word is formed by a 
combination of two single words) 
Child 2 (a seller): “I do not understand. What do you mean? What do you want to 
buy?”  
 Child 1 (a customer): “Lông.” 
Thu stood next to the customer, but she did not understand what the child said. The child was 
disappointed, and he wanted to go back to his seat. Another adult nearby asked him, “Do you 
mean “’bút lông?’.” The child smiled and nodded his head. The adult asked the question 
because earlier, in the art centre, Thu had told the children, “You can use colour pencils, 
crayon and brushes (“bút lông”) to colour your gravel.” This example shows that children can 
learn new vocabulary very quickly. In this case, this child had heard the new word once only, 
and had tried to use it in his conversation. However, Thu had not realised that the child was 
attempting to use the new vocabulary he had picked up earlier.  
7.4.2 Opportunities for children to practice Vietnamese in different activities. 
Children were provided with opportunities to practice the Vietnamese language in several 
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different activities, such as movement, music, story time, science, mathematics, social 
experiences, peer interactions and other enriching activities. However, the teachers did not set 
up any story re-enactments or story dictations for the children during the period of 
observation. In 50% of the observed classrooms, the children did not experience any pretend 
play during the observation period. In addition to this, the children in Dao’s, Chi’s and Lan’s 
classes preferred to use their mother tongue to communicate with  peers because of their 
limited Vietnamese skills. 
In general, teachers spoke with different children during each learning activity, and 
they tried to create more individualised conversations with different children in the class. In 
Diem’s class, however, she paid more attention to the few children who were more competent 
at Vietnamese and able to answer her questions. There were 35 children in the class, so there 
was a limited opportunity for each child to communicate with the teachers, or for the teachers 
to help the children to correct their mistakes in using Vietnamese. 
 Thanh was the only teacher participant who set up a story re-enactment in her class. 
However, it was not successful. Thanh explained that at the end of December, all schools 
would compete in a contest called Who is the talented child? Consequently, the children in 
her class had to prepare for this competition. In the afternoon each child was asked to re-
enact a story in front of the class. When children did not re-enact the story successfully by 
forgetting details or stumbling over their words, Thanh appeared to get a little bit angry with 
them. The classroom environment was therefore stressful for the children. Thanh did not 
offer the children any support for this task, and so those who could not remember and were 
unable to re-enact the whole story appeared to be scared. 
7.4.3 Developing L2 proficiency and respecting individual differences in learners. 
In general, teachers focussed on verbal interactions with children. They created contexts that 
linked with different play-based activities where children had a reason to use the target 
language with their peers. However, in Dao’s, Chi’s and Lan’s classes, where students had 
limited Vietnamese vocabulary, the children preferred to use their first language when 
communicating with friends from their own ethnic groups. In contrast to this group, children 
in the other classes  had experienced at least two years in preschool, and their Vietnamese 
was quite proficient. The teachers accepted individual differences with regard to language, 
and helped children to participate in language-related activities that were beyond their current 
levels of proficiency. These teachers did not rush the children or push them to join the rest of 
the class.  
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Although teachers respected individual learners, there was no evidence to show that 
they validated the children’s home languages, and in storytelling and book sharing activities 
they only used literature that reflected mainstream Vietnamese culture. Only two of the 
teachers, Thu and Dao, encouraged children to share their personal stories. For example, at 
home time, Thu asked Tram “Who will take you home?” 
Tram: “My dad” 
Thu: “When will he come?” 
Tram: “Maybe he will come late. Can I go back home to my aunt?” 
(Tram’s cousin was also in the class) 
Thu: “Will she take you home? You want to go back home earlier, don’t you?” (It 
was 4:35pm at that time. Normally, children go home at 4.30pm) 
Tram: “Yes, I want to go back home early to look after my brother”.  
This conversation showed that the teacher and her student had a close relationship. 
Through using one common language, they had a chance to communicate better with each 
other.  
7.4.4 Check for understanding Vietnamese: No examination and children show 
their L2 capacity through using Vietnamese in communication. After helping learners to 
acquire a second language, teachers should check learners’ understanding and how they use 
the target language in normal communication. In the context of early childhood education, an 
examination was not applied to check L2 learners’ capacity after a period of learning. 
Teachers assess children’s Vietnamese skills by observing them when they take part in 
different play-based activities. Learners therefore create their L2 production while they are 
involved in different class-based learning activities. Thus, in preschool, teachers assess 
children’s Vietnamese competency whilst they are performing communicative tasks and 
learning tasks. These task sets are usually integrated.  
At least 11 learning tasks were observed in six classes (please see section 7.1 above), 
and language learning formed part of every activity. However, dramatic or pretend play was 
the activity which most clearly showed how L2 learners use the target language in 
communication (please see above in the section 7.2.3 Developing implicit knowledge for L2 
learners). This play-based activity required children to use their own language to express their 
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ideas and feelings. Unfortunately, pretend play was used in only four classes. The children in 
the two classes that did not include pretend play did not have much chance therefore to 
practice Vietnamese, and their teachers could not accurately assess their learning or 
competencies. In addition, there was no story re-enactment or story dictation in the six 
classrooms to encourage children to use more Vietnamese in their own ways. This reflects the 
hypothesis that teachers may not know about the connection between pretend play and 
language assessment or, that they simply do not know how to conduct assessments of 
preschool learners’ competencies in using the L2. 
7.4.5 Summary of analysing observed data. When teaching a second language, 
clear instructions should be issued during the preparation, delivery and post-delivery stages 
(Sowell, 2017). Based on the observations of six teachers and their classrooms in this study, it 
was clear that these stages were applied in the early childhood classes early childhood classes 
in Lai Chau. Firstly, in the preparation stage, the teachers prepared their lessons each day 
before they started teaching. Written instructions for all learning activities, as well as pictures 
(Thu, Chi, Thanh) and toys (Dao) were prepared to facilitate children’s understanding of the 
language. Secondly, at the delivery stage, six preschool teachers used simplified language for 
their instructions, which included imperatives and short sentences. In the classes where 
children had limited Vietnamese vocabulary or were L2 beginners, teachers avoided using 
complete or complex sentences. They also modelled their instructions for children, clarifying 
meaning through demonstration. In addition, the researcher noted that teachers used extra-
linguistic devices such as gestures, facial expressions and visuals to facilitate the children’s 
learning. The most important strategy that the teachers used was the breaking down of multi-
step instructions. In many play-based activities, teachers gave clear instructions and asked the 
children to follow step-by-step. Finally, at the post-delivery stage, teachers checked that the 
children had understood the instructions. In the preschools, the children were not assessed by 
tests, and they were encouraged to use Vietnamese as much as they could while participating 
in different play-based activities in the class.   
7.5 How Aligned are Teachers’ Beliefs about Teaching L2 with Their Actual Teaching 
Practice?  
In this section, an analysis of the extent of alignment between teachers’ beliefs (Chapter 5) 
about teaching an L2 and their actual teaching practice is provided.  
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Interviews and observations create an opportunity for the researcher to compare what 
teachers have said in their interviews with what they do in practice. Five main issues arose 
from this comparison: 
1. In their interviews all of the teachers reported that they use Vietnamese at all times and in 
all areas of the class, and this was reflected in their practice. Some teachers who speak more 
than one Indigenous language used the children’s first languages in particular situations. This 
principle fulfils the monolingual early immersion approach (Cummins, 2006) that offers early 
years’ experience through a single language; in this case, Vietnamese. The immersion setting 
offers Indigenous children an opportunity to develop early bilingual competence.  
2. In the interviews two teachers, Dao and Thu, shared their (humanist) philosophy wherein 
setting up a warm and friendly environment was the main strategy adopted to help children 
become confident and free to acquire the new language. During the visit to the six preschools 
in Lai Chau, the researcher found that three-quarters of the classrooms observed were located 
in poverty-stricken areas where children were living in adverse circumstances. Consequently, 
questions that educators in Lai Chau province need to address relate to ways of helping these 
children to develop their human potential despite living in chronic poverty and being exposed 
to stressful events and, ways of helping Indigenous children to become resilientand develop 
the ability to recover from their challenges and difficulties. As discussed in the literature 
review, Benard (2004) identified four areas of personal strength as manifestations of 
resiliency, namely social competence, problem-solving, autonomy and a sense of purpose. 
These four domains interrelate and affect learner achievement. Thus, in order to promote 
resilience, educators need to be (1) caring and supportive, (2) express positive expectations 
and (3) create opportunities for meaningful participation (Espinosa, 2015b). In addition, 
researchers have found a relationship between socio-emotional challenges and learning a 
second language (Krashen, 1985). Negative emotional and motivational factors may prevent 
children from acquiring a new language. The classroom environment therefore plays an 
essential role in supporting learners.  
During the researcher’s observations in Lai Chau, teachers’ interactions with children 
were indicative of their beliefs about the influence of the learning environment on learners. 
Teachers set up individual conversations with each child about the content of lessons, and 
also chatted with the children about their personal stories (see the examples of Dao’s and 
Thu’s classes above). Although four of the teachers did not mention this phenomenon in their 
interviews, they also created friendly environments in their classes, and were on good terms 
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with their children. Clear evidence to demonstrate a supportive environment for children’s 
emotional well-being was found in Thu’s and Thanh’s classes. The Indigenous children in 
Thu’s and Thanh’s classes were encouraged to learn dancing in the afternoon by copying the 
dancing on videos that they were shown. They were confident and performed very well. The 
teachers’ positive expectations encouraged the Indigenous children in these two classrooms 
to develop their personal strengths. Furthermore, the children in these classrooms felt free to 
communicate with their teachers in Vietnamese.  
3. Three participants, Dao, Thanh and Lan, said that they had to create different learning 
activities for children to become immersed in Vietnamese. In practice, play-based education 
and integrated education are two main characteristics of ECE, and they create a supportive 
environment for learning the L2. Thus, in the six observed classrooms, teachers took full 
advantage of different learning activities that are linked to the early childhood curriculum. 
However, in the context of teaching Indigenous children, the language barrier had a negative 
impact on the teaching approaches used in class. During the observations, the researcher 
found that the dominant approach adopted in all six classrooms was a didactic or 
teacher/adult-centered approach; this took the form of planned activities such as 
distinguishing shapes and colours, and learning number concepts, Vietnamese letters and 
sounds. Although in certain specific situations, other approaches such as adult-led, guided 
learning and child-led activities were used (see Table 7-2).  
In general, diverse activities in preschool create a supportive environment for young 
children to acquire a new language. Two common activities in circle time, namely morning 
exercise and singing Vietnamese songs, were used effectively in all six classrooms. Even in 
classrooms with Vietnamese beginners, the students loved to sing and were able to remember 
many Vietnamese songs. Certain action songs for young learners that were used in morning 
exercise were accompanied by physical movement, and this reinforced meaning and 
facilitated the retention of new Vietnamese vocabulary. Teachers would occasionally ask the 
children to sing Vietnamese songs during the transition between learning activities in the 
class. Thus, the transition time became an opportunity to reinforce L2 vocabulary.  
It was evident however, that a “one size fits all” approach still exists. Although the 
children were from different backgrounds, teachers set up some of the learning activities, 
such as pretend play (in Thu’s and Thanh’s classes as discussed above), and the teaching of 
poems through close-ended questions (in Dao’s and Chi’s classes) in similar ways. Some 
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teachers did not have flexible plans to adapt to children’s different language proficiency 
levels or to differences in general ability. The children with higher levels of Vietnamese 
proficiency in Thanh’s, Thu’s and Diem’s classes needed more challenging activities to 
develop their Vietnamese vocabulary. They would also benefit from assessment through 
freely constructed responses such as reading, story re-enactment and story dictation. 
However, it was noted that during the two-day observation period a setting was not 
established to offer shared reading, emergent writing, mark-making, story re-enactment or 
story dictation. 
Table 7-2  







Guided learning  Child-led approach 
       
Used in six 
observed 
classrooms.  









to mimic the 
dancers in the 
video.  
 Used in Thanh’s, 





play. Children had 
a chance to pretend  
to be someone they 
liked and teachers 
supported them.  
 Used one time in 
Dao’s class when 
Indigenous 
children were 
looking at some 
trucks driving past 
on the road instead 
of listening to their 
teacher. Dao 
stopped her lecture 
and introduced 
different kinds of 
trucks to the 
children.  
 
4. In the interviews, teachers talked about just four strategies they used when teaching the L2:  
looking after individual learners, correcting learners’ mistakes in using the L2, using 
illustrations in teaching and asking older children to support younger children. However, in 
practice, the teachers did more than they reported, and some of them did very well in 
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particular situations. This phenomenon reflects that some participants had the right intuition 
or an unconscious competence in teaching the L2 to Indigenous children.  
5. In both interviews and observations, none of the participants used specialist terms to 
describe teaching and learning an L2. This again confirms the reality of the participants’ 
backgrounds, as described above. The teacher participants’ backgrounds provided them with 
limited knowledge of L2 education, and this explains why some of them could not effectively 
support their learners. Teachers were unaware of L2 strategies and so their teaching was 
lacking in some aspects. However, based on the observations, experienced teachers appeared 
to support their children better than those without much experience. This explains why, 
amongst the six participants from the same background, some provided diverse ways of 
supporting children to learn the L2, whereas others were more limited. The examples 
discussed in this chaptershow however, that on the whole, teachers assisted learners very 
well. 
7.6 Chapter Summary 
Chapters 6 and 7 have presented data that was collected from teacher interviews and 
classroom observations in six preschools in Lai Chau. Analysis of the data reveals teachers’ 
beliefs about teaching an L2 and the challenges and affordances of teaching Vietnamese, as 
well as the teaching methods used to support L2 learners in practice. It is suggested that 
teachers attributed children’s and parents’ limitations as their main challenges rather than 
their own competencies in teaching an L2.  
In addition, a range of factors hindered these teachers from teaching Vietnamese effectively 
to Indigenous children. While some of the issues related to the teachers themselves, such as 
their pre-service and in-service education, their teaching skills and their years of teaching 
experience, other issues were beyond the capacity of the teachers to address. These included 
school facilities and resources, and the ECE curriculum. Although the teachers did not share 
much about their methods, their practice provided clear evidence that they enacted a much 
wider range of strategies than they had mentioned in the interviews.  
Based on the findings from the survey data in Chapter 4 and the findings about the alignment 
between teachers’ beliefs and their practices from the second stage of data collection and 
analysis, further discussion about the themes and issues emerging from the two phases of data 
collection are presented in the next chapter. 
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CHAPTER 8: RESEARCH FINDINGS AND DISCUSSIONS 
  
In this study, to better understand teachers’ beliefs and practices, two research 
questions have been posed: 1) What are teachers’ beliefs about teaching Vietnamese as a 
second language to Indigenous children in Vietnam? and, 2) What are preschool teachers’ 
practical pedagogical experiences in teaching Vietnamese as a second language to Indigenous 
children. As previously discussed, data collection and analysis for the study includes both 
quantitative and qualitative data. As a result, several overarching themes have been identified 
to answer these two questions and in turn, to address the overarching research aim of 
exploring the challenges and affordances of teaching Vietnamese as an L2 to Indigenous 
preschool children in Lai Chau Province, Vietnam.  
 This chapter will present two sections about the findings from both quantitative and 
qualitative data in response to the two research questions, and then provide a discussion of 
the findings. While the general picture about teachers’ beliefs in teaching an L2 comes from 
quantitative data, qualitative data offers insights and explanations of what preschool teachers 
actually do in practice; these insights are not available via quantitative survey data alone. 
This combination of quantitative and qualitative data provides a rich and nuanced picture 
about the teaching of Vietnamese to Indigenous preschool children in Lai Chau.  
8.1 Findings in Response to Research Question 1: What are Teachers’ Beliefs About 
Teaching Vietnamese as a Second Language to Indigenous Children?   
In order to explore teachers’ beliefs about teaching an L2 to Indigenous children in 
Vietnam, the integration of diverse data reveals mismatches between teachers’ beliefs and 
their actual pedagogy.  This section will describe teachers’ beliefs in teaching an L2 to 
Indigenous children in four main areas:  
• factors influencing L2 learning,  
• beliefs about learning a second language,  
• appropriate pedagogies for teaching an L2, and  
• appropriate environments for learning an L2.  
There was some evidence from the analysis of classroom observation data to show that 
teachers’ beliefs affected, and were consistent with, their classroom practice. However, on 
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some issues, or in some cases, teachers’classroom practice observed in the second phase of 
the project was quite different from the beliefs they espoused in the survey.  
8.1.1 Factors influencing L2 learning. The participants in the survey shared some 
factors, such as language burdens and the learning environment, which they believed to 
influence children’s learning processes. About 70% of participants who responded to the 
survey do not consider that learning a second language is an additional burden for young 
Indigenous children. More than 60% of participants considered that mistakes in a second 
language are related to the learner’s native language. In their responses to the survey’s open-
ended questions, 24.6% of participant teachers complained that children’s mispronunciation 
was affected by their mother tongue, and said that it was not easy for teachers to help learners 
acquire proficiency in Vietnamese pronunciation. Also, 83.3% of participants in the survey 
believed that anxiety can prevent successful language acquisition. In the integration of these 
findings, qualitative data gathered from interviews and observations demonstrated the ways 
in which preschool teachers set up learning environments to reduce student anxiety. In their 
interviews, teachers Dao and Thu shared that setting up a warm and friendly environment 
was the key to success in teaching an L2 to Indigenous children. The supportive learning 
environments in the six observed classrooms was a striking demonstration of teachers’ 
endeavours to prevent children from experiencing anxiety and to support them in learning a 
new language.  
Most teachers who responded to the survey believed that Indigenous children who grow 
up in families with parents who can speak Vietnamese learn the target language faster than 
children raised in families with parents who do not speak Vietnamese. Teachers expected 
Indigenous parents to be involved in children’s learning and blamed the parents for not using 
Vietnamese language at home, or for mispronouncing Vietnamese letters. In other words, 
most teachers in this study believed that some children cannot use Vietnamese because of 
their perceived parental limitations (as discussed in analysis of open-ended questions in 
Chapter 5, Section 5.3.4 Perceived parental limitation). 
Almost all teachers responding to the survey did not agree that an L2 can be learned 
through conversation alone. More than half agreed that there was a silent period in learning a 
second language and that it was not necessary for learners to speak until they felt ready. 
However, in their responses to open-ended questions in the survey, some teachers complained 
about the fact that some very young children could not speak Vietnamese after attending 
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preschool for a month. It seems that some teachers expected children to use Vietnamese in 
communication immediately after being taught the language and did not accept individual 
delays or silent periods.  
8.1.2  Beliefs about learning an L2.Although participants in the survey said that 
first and second language acquisition is different, 59% asserted that learning a second 
language is like learning a first language, and more than 70% believed that young learners 
can achieve native-like pronunciation more easily than older learners. This might explain 
why, in the five-year-old classes, spoken Vietnamese was more limited amongst children who 
had experienced preschool for less than one year compared with those who commenced the 
preschool earlier, at the age of three or below.  
8.1.3 Appropriated pedagogies for teaching L2. Almost all survey participants 
shared a belief in using the learner’s native language to support learning an L2. In addition, 
they agreed that learners should be immersed in Vietnamese culture and involved with native 
speakers of Vietnamese. In the observations in three classes where children were 3 years- old 
or had less than one year of preschool  experience, teachers who could speak the children’s 
first language sometimes used the language for instruction. In general, the six participants I 
observed used mostly Vietnamese in the classroom to communicate with their students.  
 Teachers shared their ideas in the survey as well as in interviews that learning through 
different play-based activities in the class created effective opportunities to learn a new 
language. In their actual practice, the six teacher participants in classroom observations did as 
they indicated in the interview by setting up different play-based learning activities for 
children.  
 In seeking the teachers’ perspectives about pedagogies used in their classrooms, and 
comparing their feedback from the survey, interviews and classroom observations, there were 
many commonalities between what teachers thought and what they did. The teachers 
provided opportunities to practice language structures in virtually all classroom activities, or 
they modelled how to use the Vietnamese language as much as possible. They taught the L2 
in preschool through play activities and singing Vietnamese songs, and focussed on helping 
children to develop their oral language. They gave positive feedback to correct children’s 
mistakes in using the L2. However, in the survey, more than 60% of respondents believed 
that reading books, storytelling and translated Indigenous texts should be used to teach 
Vietnamese.  Only two of the observed teachers used storytelling and reading books, and 
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none of them used Indigenous folktales in their teaching. In two of the classes, there were no 
children’s books at all. In the remaining four classes, although there were a few books in the 
class, the teachers did not use them during the observation period. In addition, in responses to 
the survey, more than 70% of participants said that they always explained new words in the 
L2 books before reading or telling a story to Indigenous children. However, the researcher 
did not witness this practice in either of the six classrooms (as described in Section 7.3.9 of 
Chapter 7 - Observation – Inside the classrooms).  This points to a mismatch between what 
teachers say about what is successful and what they actually practise. 
8.1.4 Appropriate environment for learning L2. During the survey,interviews and 
observations, almost all participants shared their belief that in order to learn a new language, 
students should be immersed in its culture and learn with native peers. However, in some 
observed classes where there were no Kinh students, it was impossible for students to learn 
with peers from the dominant Kinh group. Teachers were not therefore able to immerse the 
children in Vietnamese language or culture in the same way as those with large numbers of 
Kinh students.  
 These findings indicate that in some instances, there is a discrepancy between what 
teachers believed or said they were doing in the survey and what they actually were doing 
during the observation. This raises questions about the connections between espoused theory 
(how we think we behave) and theory-in-use (our actual behaviour). The relationship 
between what people think and what people do was discussed in theories of action (Argyris & 
Schon, 1975) in Chapter 2- Literature Review. On the one hand, this mismatch between the 
teachers’ beliefs and  practices was a natural consequence of teachers having to deal with 
many tasks in practice that they had never been exposed to during their preservice education. 
While teachers’ beliefs were shaped by a combination of their formal education and their 
personal experiences, their theory-in-use was shaped by their practice as they have had to 
cope with the pressures and demands of practice. On the other hand, the mismatches 
identified by this research are the natural and intended consequence of using mixed research 
methods. In other words, this study relied on a pragmatist worldview that supported the 
researcher in gaining a better understanding of the practice of teaching an L2 to Indigenous 
preschool children in Lai Chau, Vietnam. It shows that relying on survey data alone can  be 




8.2 Findings in Response to Research Question 2: What are Preschool Teachers 
Practical Experiences of Teaching Vietnamese as a Second Language for 
Indigenous Children? 
 In order to better understand teachers’ practical experiences of teaching an L2 to 
Indigenous children in remote Vietnam, this research explored three main issues: (1) how do 
teachers prepare for their lessons or, how well prepared are teachers to teach Vietnamese as a 
second language for Indigenous children? (2) what challenges and opportunities do teachers 
experience when teaching Indigenous children Vietnamese and what knowledge did they gain 
from inservice teacher education?, and (3) how do teachers teach an L2 to Indigenous 
children and what teaching methods are used in the classroom? While the open-ended 
questions used in the survey, and the semi-structured questions used in the interviews created 
an opportunity for teachers to share their views about these issues, the observations allowed 
the researcher to triangulate the teachers’ statements against observable practices in the 
classroom. 
 In this section, I will present teachers’ experiences in three main sections and link 
them to the research questions, namely teachers’ background in teaching an L2, challenges 
and opportunities in teaching an L2, and actual practice in teaching an L2. In each section, 
data from the survey will offer a general overview of  approximately 300 preschool teachers 
in Lai Chau, while data from the interviews and observations will explain some specific cases 
in detail.  
8.2.1  Teachers’ background and preparedness for teaching a second language in 
preschool, in remote Vietnam. A major focus of this study was how well prepared teachers 
were for their profession. In the survey, 70.3% of participants indicated that they had a 
vocational qualification in teaching preschool aged children, or that they met the minimum 
requirement for recruitment as a preschool teacher. Nearly 30% of respondents had a college 
or university qualification. However, in preparation for teaching an L2, teachers did not 
appear to have received much formal training in either preservice or inservice education.  
 In regards to teachers’ preservice education, 43% of the 286 survey respondents did 
not indicate whether they had been enrolled in any courses on teaching Vietnamese as an L2, 
while 54% indicated they had not attended any courses of this nature before becoming a 
preschool teacher. Only 3.4% of the teachers (nine participants) indicated that they had 
completed courses. These teachers did not share the names of these courses, and only two 
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shared the names of their institutions (Lai Chau Community College and Hoa Binh Teachers’ 
Training College).  
 To compare what teachers shared in the survey with their actual practice, the 
researcher sourced information about early childhood teaching course structures in preservice 
education from six colleges/institutions located in or nearby Lai Chau province: Lai Chau 
Community College, Hoa Binh Teachers Training College, Hanoi National College for 
Education, Thai Nguyen University of Education, Hanoi Pedagogical University 2 and Hanoi 
National University of Education. The researcher searched for information about course 
structures prior to 2016 because the survey showed teachers’classroom experience ranged 
from one to more than twenty years.. The researcher found that the training programs in the 
six institutions shared common features, and one module, that called ‘Vietnamese in use’ 
(Tiếng Việt thực hành), has been offered on learning Vietnamese. The number of credits for 
this module varied from three to four credits depending on the university. Two other 
pedagogy modules  focussed on helping children to develop their language. They were called 
‘How to help children to develop their language’ (Phương pháp phát triển ngôn ngữ) and 
‘How to help young children to learn literature’ (Phương Pháp cho trẻ làm quen với tác phẩm 
văn học). None of the modules or courses however, directly addressed teaching Vietnamese 
as a second language, and no modules were offered in the six institutions on pedagogies for 
teaching second language learners. Some teachers’ responses in the survey indicated that they 
had learned to teach an L2 in their undergraduate courses. However, an analysis of course 
curriculum documents suggests that many respondents provided erroneous information in the 
survey. The courses they undertook did not cover this content at all.  
 Only 5.4% of 241 respondents to the survey had followed an inservice course in 
teaching Vietnamese as an L2, namely ‘Support for teaching Vietnamese,’ which is run by 
MOET and DOET. As discussed in Chapter 4, a significant difference was generally not 
found in beliefs about learning an L2 or L2 teaching methods, between teachers who had and 
those who had not had any L2 inservice training. Rather, the results from quantitative data 
analysis (Chapter 5) indicate that teachers’ formal educational backgrounds, teaching 
experiences and individual backgrounds may have a particular impact on their beliefs about 
L2 learning.  
 It is possible that the knowledge teachers gain from their preservice teacher education 
programs affects their beliefs about teaching an L2 rather than the new knowledge that they 
may acquire from inservice education. This raises questions for teacher education programs 
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in Vietnam where a high percentage of preschool teachers attain only a vocational 
qualification, and then choose inservice education to supplement their degree in order to get a 
well-paid job. Is it possible for teachers who have limited knowledge from preservice 
education to gain more knowledge through inservice education in order to meet the needs of 
learners? Does the limited knowledge gained from preservice education hinder the 
acquisition of new knowledge from inservice education? Is it time for the government to 
implement changes to the qualifications required for preschool teachers to ensure that 
teachers have more appropriate levels of knowledge before they start teaching?  
 This study also focussed on better understanding the challenges as well as the 
opportunities that preschool teachers in Lai Chau face in their practice. These are discussed 
below.  
8.2.2 The challenges and opportunities in teaching L2. As discussed in Chapters 5, 
6 and 7, almost  all of the participants who responded to the survey, and most of the teachers 
who participated in interviews, shared positive views about teaching Indigenous children. 
Through teaching Indigenous children, teachers had a chance to acquire new knowledge as 
well as teaching competencies (skills), such as learning Indigenous languages from children, 
attending inservice training courses and understanding more about Indigenous people and 
their cultures. Diem, a Thai teacher, along with 10 other Indigenous teachers in the survey, 
confirmed that there were no difficulties in teaching an L2 to children who came from the 
same Indigenous group as their teachers. The obvious reason, they explained, was that these 
teachers shared a mother tongue with the children and used this as the language of instruction 
in class. However, the percentage of teachers who shared this experience in the research was 
low; only 5% in the survey and one teacher out of the six who participated in the interviews 
and observations. Although 50% of the teachers in this study were Indigenous, and  came 
from 12 different ethnic groups, many were allocated teaching duties with children from 
ethnic backgrounds that were different to their own.  
 As discussed above, none of the participants in this research had undertaken any 
courses on  teaching Vietnamese as a second language as part of their preservice education. 
According to the survey results, only 5.4% (13/241) of the teachers had been trained to teach 
an L2 or taken relevant courses in inservice education (see Chapter 5). According to the 
interviews, half of the teachers had attended seminars and training courses as part of their 
inservice education, but they did not provide details about these courses, or the benefits that 
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they afforded. Based on the survey and interview data, therefore,  their formal educational 
backgrounds did not properly prepare preschool teachers in Lai Chau to teach Vietnamese as 
an L2 to Indigenous children. This had a negative impact on the quality of teaching the L2 to 
Indigenous children in Lai Chau. A very small number of teachers in this study were aware 
that their limited educational background was a challenge to their teaching of the L2. In 
contrast, the majority of participants considered children’s limitations, parents’ limitations 
and a lack of suitable learning and teaching resources to be the greatest challenges (see 
Chapters 5 and 6).  
 Only 32 teachers, or 11.8% (32/272) of those surveyed, acknowledged that their own 
limitations (such as limited educational backgrounds and a lack of training courses on 
teaching an L2) presented barriers to their work. None of the participants in the interviews 
and observations regarded their limitations to be factors contributing to children’s limited 
acquisition of the L2. Teachers identified some issues affecting L2 acquisition that were 
beyond their control, such as the lack of classroom learning resources and the fact that in 
some areas children did not have the chance to practice Vietnamese outside of school hours. 
Only two teachers in the survey considered that the current Vietnamese ECE curriculum 
presented a challenge to teaching and learning. They explained that the requirements for 3-
year-olds were beyond the children’s ability because Indigenous children have limited 
Vietnamese vocabulary. In addition, these two teachers asserted that the ECE curriculum 
requirements for children aged 3 to 6 years in Vietnam were unclear.  
 A recap of the points discussed in Chapters 5, 6 and 7 about teachers’ challenges 
when teaching an L2 leads to a discussion about teachers’ judgements. Although teaching an 
L2 to young Indigenous children is not easy, this does not mean that the difficulty resides in 
the children themselves. Rather, it is a natural consequence for children who have never 
learned Vietnamese before going to school to make some mistakes in pronunciation or in 
using Vietnamese words, as some teachers identified in this research. When teachers consider 
that the challenge of learning an L2 is inherently associated with children’s backgrounds, 
their expectations of the children are likely be affected (Moon & Reifel, 2008). In the 
classrooms, I did not encounter explicit prejudiced attitudes or practices; teachers’ interviews, 
however, reflected implicit ethnic prejudice in the attitudes and beliefs expressed. Teachers 
noted that they held low expectations for Indigenous children, and that gaps were clearly 
evident between teachers’ and parents’ expectations. These were discussed in Chapters 5, 6 
and 7 and will be discussed further in the Section 8.3 of this chapter.  
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 From classroom observations, the researcher noted a lack of learning resources in 
some schools in Lai Chau (as described in Chapter 6, Section 6.1), and this affected the 
children’s learning. However, some experienced teachers partially overcame this obstacle. In 
Dao’s class, for example, children could take part in outdoor activities by playing tug of war 
or could use chalk to draw on the ground. The teacher was able to explore other more viable 
and equally effective alternatives without the aid of expensive equipment. This demonstrated 
that mass-produced and costly playing equipment and learning materials, were not necessary 
to achieve child development goals or for enhancing L2 language ability. It was clear that the 
teachers themselves and their competencies (skills) were the most important factors affecting 
children’s learning in these classes. 
8.2.3 Actual practices of teaching L2.While some participants in the survey offered 
ideas about teaching an L2 without inhibition by providing comments on their answer sheets, 
teachers in the interviews did not identify, explain or elaborate on any of their L2 teaching 
strategies when they discussed their views with the researcher (see Chapter 5). Despite being 
unable to articulate their pedagogies in the interviews, many teachers were actually using 
effective methods for teaching the L2. In this sense, they appeared to be unconsciously 
competent ("Four stages of competence," 2019). In the interviews and survey, the participants 
mentioned few teaching methods, while in the observations it was evident that a wide range 
of effective strategies were used to support learners. In the survey, teachers offered the 
following suggestions for teaching an L2: creating more activities in the class, inviting 
different stakeholders, such as parents and community members to teach children, using 
Vietnamese at all times and teaching Vietnamese through play-based activities (see Chapter 
5). In the interviews, six teachers agreed on using Vietnamese at all times and learning 
through play-based activities, and some of them suggested creating a warm and friendly 
learning environment (see Chapter 6). Based on an analysis of the observation data, the 
researcher found that eight main techniques were used in teaching the L2: (1) developing a 
rich repertoire for formulaic expression, (2) focussing on the meaning and expanding 
vocabulary, (3) developing implicit knowledge of the L2 for learners, (4) developing 
children’s oral language and correcting children’s speech covertly, (5) creating extensive L2 
input for learners, (6) creating different opportunities for output, (7) developing L2 
proficiency and respecting individual differences in learners, and (8) examining free as well 
as controlled production (through communication tasks). It seems that teachers did better than 
they alluded to in the interviews and survey.  
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 There were five areas where teachers’ practices matched their stated beliefs in 
interviews and/or survey responses. First, ‘using Vietnamese at any time and anywhere’ was 
a practice wherein communicating with children in their first languagewas kept to a 
minimum, and teachers preferred instead to immerse the children in Vietnamese. Second, 
play-based activities were set up to help children to become immersed in Vietnamese and 
pick up the new language through play. As described in Chapter 7,  preschool children had 
the opportunity each day to learn through play-based activities and teachers therefore 
considered preschool to be the ideal place for learning a second language. However, as 
elaborated upon in Chapter 7, teachers typically applied a “one size fits all” approach when 
setting up play-based activities in their classrooms. There was no differentiation in learning 
activities between classes in which children could speak Vietnamese and classes where 
children had limited Vietnamese. For example, there was no story re-enactment or story 
dictation for children who could speak Vietnamese fluently or who had more than two years 
experience in preschool. Children at higher levels of proficiency need enriched input as well 
as opportunities to engage in more difficult learning tasks. Third, teachers used 
illustrations/pictures in teaching the L2 to preschool children. For instance, teacher Lan used 
pictures in teaching new Vietnamese words in the occupation topic for the La Hu children in 
her class.  Fourth, teachers gave positive feedback when correcting children’s 
mispronunciation. This method was used in all of the observed classes (see Chapter 7). 
Finally, teachers believed that love and compassion were the keys to success and the six 
observed participants created a warm and friendly environment in their classrooms. The 
researcher perceived the teachers’ sentiments and their endeavour in supporting children, 
particularly in  classes that were deficient in school equipment such as Chi’s and Dao’s 
classes. These teachers overcame the limitations of the physical environment by creating 
hand-made toys from natural materials around the class.  
 In addition, I found that the six observed teachers practice aligned with their survey or 
interview descriptions. For instance, teaching the L2 on a continuum from simple words to 
complex sentences and using technology in teaching were two strategies that teachers 
mentioned in the survey and were alsoobserved in the classes. In the intervews, teachers 
considered looking after individual learners to be an efficient way to assist children in 
acquiring a new language. During the observations, they did as they had shared in their 
interviews. They created opportunities for many individual teacher/child conversations 
through different learning activities (as discussed in Chapter 7). 
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 Observing the six classrooms allowed the researcher to see that, in certain cases, 
although teachers lacked any formal background training in teaching an L2 they were 
nevertheless competent in teaching the L2 to Indigenous children. However, although some 
teachers demonstrated an ability to teach an L2, none had the competencies to use all of the 
available strategies for teaching it. The teachers’ intuition appeared to come from their 
experience in teaching, but they were not necessarily conscious that their practice was 
particularly appropriate for L2 aquistion. This suggests that it is necessary to plan training in 
teaching an L2 for preschool teachers in order to raise their awareness of specific teaching 
strategies and of their own practices so that they can reflect and adjust accordingly. The 
analysis of quantitative data did not reveal any difference in teaching methods between 
teachers who had more than five years experience and those who had less than five years. 
However, based on data from the observations, experienced teachers understood and enacted 
their practice with greater competence than novice teachers. While novice teachers did not 
have much individual communication with learners for example, experienced teachers 
successfully encouraged children to share their personal stories.  
 There was no clear evidence in this study to show that teachers used diverse strategies 
that focussed upon children’s cultural backgrounds when teaching different Indigenous 
groups. Although the researcher asked teachers, what do you do to assist children, who come 
from different Indigenous groups and different family circumstances, to learn Vietnamese in 
your class?, none of the interviewees answered this question. In the observations, none of the 
participants used Indigenous folktales translated into Vietnamese as a way of using children’s 
culture. In the survey however, approxiately 70% of teachers agreed that this would be an 
effective technique.  
8.3 Findings and Discussions 
8.3.1 Teachers’ education background. Thirteen teachers, (approximately 4.4% or 
13/241) in the survey had attended an MOET or DOET training course on teaching an L2. 
When comparing teachers’ beliefs about learning or teaching an L2, no significant difference 
was found between teachers who had experienced inservice education and those who had not 
attended these courses. Thus, there was no clear evidence to evaluate the value of inservice 
courses run by MOET or DOET in supporting preschool teachers who teach Vietnamese as 
an L2 in Lai Chau. The teachers in general therefore, , did not have an academic background 
in L2 or teaching an L2 to Indigenous children.  
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8.3.2 The gap between what teachers said and what teachers did. Comparing 
survey data, interview data and observation data, it was apparent that teachers performed 
much better in their support of L2 learning during their pedagogical practice than they 
believed or reported that they did. In the classroom, some teachers used effective strategies to 
encourage children to learn the new language.  In addition, although the survey results did not 
reveal a significant difference in teaching methods between teachers who had more than five 
years experience and those who had less than five years experience, the observation data 
demonstrated that experienced teachers supported children’s learning of a second language 
more effectively than less experienced teachers did. These findings raised questions about the 
connection between teachers’ knowledge about an L2 themselves,  their competence in 
teaching an L2 (espoused theory) and their behaviour (theory in use). The day-to-day 
requirements of practice led teachers to make intuitive decisions that supported children, 
although they did not have any formal training in teaching an L2 to Indigenous children. It 
appears that the gap between how teachers think they behave (shared in the open-ended 
questionnaires and interviews) and their actual behavior in the observations was an obvious 
consequence of the gap between what teachers themselves were taught in formal educational 
contexts and the pressures or demands of their actual practice.  
8.3.3 Learning a second language in ECE contexts in Vietnam. From the 
observations, it was clear that learning at preschool provides a thorough preparation for 
Indigenous children to learn Vietnamese before going to primary school. Play-based activities 
provided children with the chance to acquire implicit L2 knowledge and, by the age of five, 
some children were confident in using Vietnamese in communication. Learning the L2 at 
preschool supported them to meet the standard requirements for Vietnamese language 
development for children at the age of five. This requirement was developed by MOET in 
2010 (VPM, 2010) (see Appendix), and it lists six competencies with 31 different indicators. 
It is expected, for example, that by the end of the school year, 5-year-old children will be able 
identify a speaker’s emotion (such as happy, sad, angry, surprised, and scared) through 
listening to speech, and use different kinds of sentences in communication. These standards 
are defined to make sure that children are sufficiently prepared for primary school. 
Indigenous learners who do not learn Vietnamese before going to school, would find it 
difficult to meet this standard if they spend less than one year at preschool. In the 
observations, the researcher found that all Indigenous children who were confident in using 
Vietnamese had experienced more than one year at preschool. Many of them attended an 
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school from the age of three, and othersfrom the age of two. This will be further discussed in 
section 8.3.9 which offers recommendations on the curriculum supporting Indigenous 
children to learn Vietnamese.  
8.3.4 Teachers’ beliefs in L2 and their pedagogies. In the classroom observations, 
although teachers used different strategies to teach the L2, they were not necessarily able to 
explain their actions. The reason the researcher had doubts about teachers’ competencies in 
using and teaching the second language (Vietnamese) came from both the gap between their 
interview /survey responses and their practice (as discussed above), and from their written 
Vietnamese on the survey answer sheets. It was hard for the researcher to understand what 
the teachers meant in Vietnamese. Some of them made a number of mistakes such as using 
incorrect words and grammar and digressing from questions when writing in Vietnamese. 
Chapter 5 highlighted that the percentage of Indigenous teachers who took part in this 
research was 54% (156/285), most of whom could speak two languages comprising their 
mother tongue and Vietnamese. The participants’ written Vietnamese led the researcher to 
have doubts about their ability to teach Vietnamese as a second language to Indigenous 
children. When analyzing teacher training documents in colleges and universities that offered 
preschool teacher training courses in Vietnam, the researcher found that there was not a 
national literacy and numeracy test for initial teacher education students. This means that 
there is no national standard to evaluate initial teachers’ competency in using the Vietnamese 
language. Further, there is no evidence to ensure that beginning teachers who have studied in 
different institutions, are sufficientlywell equipped to meet the demands of teaching 
Vietnamese as a second language to young learners.  
8.3.5 Teachers’ expectations and their teaching. In this study, teachers expected 
Indigenous children to be able to use Vietnamese fluently before commencing preschool. 
Teachers’ knowledge of child development and  language development (both in L1 and L2) 
would therefore appear to be lacking. In addition, their expectations may affect children’s 
learning results and limit potential partnerships between teachers and parents. The main 
factors that influence teachers’ perspectives are their educational backgrounds and any 
cultural differences between teachers and parents. Cultural differences will be explained by 
the cultural-historical activity and Indigenous standpoint theories that are used as theoretical 
frameworks in this study.   
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 In Vietnamese culture, the concept of face (thể diện) impacts the way teachers think 
and behave in their classrooms (P. M. Nguyen, Terlouw, & Pilot, 2006; T. Q. T. Nguyen, 
2017) and this concept focusses more on the public face than on the private one “because of 
an emphasis on interdependence among members of the culture” (N. T. T. Phan & Locke, 
2016, p. 10). The concept of face in Vietnam is influenced by Confucian culture, and in 
Vietnam it is labelled a “face culture” (T. Q. T. Nguyen, 2017) where once a person loses 
her/his face, she/he experiences the feeling of shame (J. Y. Kim & Nam, 1998). Loss of face 
is extremely painful in Vietnamese culture (T. Q. T. Nguyen, 2017), especially for teachers 
who are socially highly regarded. In Confucian education, teachers’ knowledge is considered 
unquestionable and teachers are those who correct all learners’ questions (P. M. Nguyen et 
al., 2006; T. Q. T. Nguyen, 2017; T. H. T. Pham, 2008). Therefore, in order to avoid a loss of 
face, many teachers do not admit to their mistakes or their lack of knowledge about teaching 
students (T. Q. T. Nguyen, 2017). This cultural phenomenon is likely to have influenced the 
teacher-participants in my study and may explain why particular questions about their 
professional backgrounds were overlooked and why the difficulties and challenges in 
teaching an L2 to Indigenous children were attributed to external factors. 
8.3.6 The requirement for teachers’ training. The findings show that teachers 
should be trained more about child development and their second language acquisition. Some 
participants in this research complained that children were timid (survey), not interested in 
learning (interviews) and played truant rather than attending school (survey and interviews). 
Obviously, when preschool is new to children, crying at dropoff or during the daytime is 
common for the first couple of weeks. The phenomenon of separation anxiety is normal, and 
generally lasts a few weeks before children fully adjust to the new school schedule. In the 
context of Indigenous children, more difficulties are likely to present for children because 
many do not understand what teachers are saying in classes where teachers cannot use the 
children’s first language. Indigenous children’s anxiety Is likely to be greater than that of 
children who use their mother tongue at school. The children would be helped if teachers 
relieved their stress by consoling them and encouraging them to join in learning activities. 
However, In this research however, a number of participants considered that small children 
crying was a symptom of separation anxiety, and that it was therefore the children’s own 
failing that presented an obstacle to teaching and learning the L2. Teachers, therefore, would 
benefit from more training about separation anxiety in order to better understand the learners 
and know how to best support them at school.  As discussed in Chapter 2 – Literature review, 
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cross-linguistic and code-switching are common phenomena for L2 learners. Therefore, when 
speaking a second language, the learner’s pronunciation may be affected by their first 
language. It is not a “fault” of the first language as was identified by many participants in this 
research in surveys, interviews, and observations. Also, it is natural when Indigenous children 
switch between their first language and Vietnamese to express their ideas, or sometimes to 
use their own language in class, especially where children who have limited L2 vocabulary. 
However, in this research, around 7.7 % of the survey participants (21/272) asserted that 
children preferred to use their first language in class and that this had a negative effect on 
learning the L2. When teachers complained about this phenomenon as being one of children’s 
limitations, it demonstrated that their knowledge about second language development was 
lacking.   
 Children’s mispronunciation was the main concern of many of the teachers in this 
study and many of them considered learner’s errors while attempting an L2 to be positive 
evidence of L2 learning (see Chapter 2- Section 2.2.1.3). Instead of seeing this mistake as 
positive evidence of learning, many teacher-participants viewed mispronunciation as a 
challenge, and this appeared to cause a negative effect on children’s outcomes. Teachers tried 
different ways to help children to correct their pronunciation, and some teachers shared in 
detail the Vietnamese letters that Indigenous children commonly mispronounce (see Chapters 
5 and 6). However, the teachers did not achieve complete success, and as one of them 
concluded: “I do not know how to help them [the students] to correct their mistakes” 
(Teacher TQ8064).  
 In the context of this study, the main requirement to support learners, as well as 
teachers, is guidance from experts to correct pronunciation. Abbas Pourhossein Gilakjani and 
Ahmadi (2011) summed up from different studies on the difficulties in learning 
pronunciation, that there are many factors affecting the learning of pronunciation. They 
suggested that in order to improve their L2 pronunciation learners need to have more 
conversations with L2 speakers, be provided with drilling opportunities, receive guidance 
from linguistic experts, and receive feedback from critical listeners. In this study, children 
came from different Indigenous groups, and there were varied levels of similarity between 
their first languages and Vietnamese, which had different effects on children’s L2 
pronunciation. Some teachers explained in the survey and interviews that Thai children, for 
example, pronounce Vietnamese letters better than H’Mong children because the Thai 
language has some letters that are pronounced in the same way as Vietnamese letters. A “one 
size fits all” method of instruction for teaching L2 pronunciation did not therefore work for 
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all Indigenous groups. This calls for more academic research on Vietnamese and Indigenous 
language comparisons as well as a Vietnamese pronunciation teaching methodology.  
8.3.7 Differences in cultural perspectives. Seeing children’s and parent’s 
limitations as the obstacle to learning Vietnamese  demonstrated a mismatch between 
teachers’ and parents’ expectations. Firstly, it is unjust when teacher participants attribute 
their difficulties in teaching the L2 to children’s limitations. Many of the Indigenous children 
only learned the L2 once they commenced preschool and preferred to use their mother tongue 
for the first few weeks of the school year.  Although the observations revealed that some 
teachers had high expectations of children in their classes, they expressed implicit ethnic 
prejudice in the interviews and survey.  
Secondly, based on both quantitative and qualitative data, the teachers’ perspectives 
gave rise to daunting barriers confronted by Indigenous parents regarding their engagement 
with school. These parental barriers, which include the inability to understand Vietnamese, 
unfamiliarity with the school system and differences in cultural norms and cultural capital, 
negatively affects the partnerships that are necessary between parents and teachers. From the 
teachers’ perspectives in this study, Indigenous parents who could not use Vietnamese were 
considered to be unable to support the child’s learning. This deficit perspective encouraged 
school-based barriers and led educators to view culturally and linguistically diverse students 
and their families to be the problem rather than developing respect for their diverse cultures. 
Indigenous parents were perceived to be lacking in education, Vietnamese language 
proficiency and the capacity to provide and support home-based educational experiences for 
their children. Many educators in this study assumed that a lack of parental involvement was 
evidence of a lack of parental interest in children’s learning, or attention to childhood 
education. The cogent reason for this phenomenon may well come from the disjunctures 
between school and home cultures.  
Given that 50% of the participants in the survey (154/285) and 4 out of 6 of those 
interviewed and observed were Indigenous teachers, the question of why many participants 
held discriminatory perspectives that are normally associated with the dominant (non-
Indigenous) group needs to be addressed. The reason for this phenomenon may lie in the 
assimilation ofthe dominant Kinh culture and other Indigenous cultures. Thai teachers for 
example, comprised the largest group (33.2%) of Indigenous teachers in the research. Their 
group has a lot in common with the Kinh group because of their geographical location.  It is 
likely that they have been influenced by Kinh culture, and have adopted Kinh perspectives 
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when learning and using Vietnamese as an official language. Another possible reason is that 
Indigenous teachers may have grown up with parents who could speak Vietnamese and so 
their homes offered a Vietnamese language environment. Acculturation may therefore have 
occurredwhich has led teachers to overlook the cultural backgrounds of Indigenous children 
and their parents. 
Any of these factors, in isolation or in combination, could lead teachers to lose their 
sympathy for Indigenous children and their parents . In addition, the number of Indigenous 
teachers who taught children from their own ethnic group in this study was low. This is likely 
to be a barrier that prevents teachers from understanding children and their Indigenous 
cultures. Teachers in Muong Te district for example, complained about La Hu children and 
their parents. They argued that La Hu parents were not interested in their children’s education 
because of limited logistical support. This deficit belief shows that it is not easy for teachers 
to understand learners from quite different cultural backgrounds. 
In the context of this research, the influence of culture on teachers and learners is 
explained by the relationship between three agents, namely the state (Vietnamese government 
policy), institutions and individuals as portrayed in Figure 8-1 below. The cultural-historical 
activity theory (CHAT) or activity theory and Indigenous standpoint theory that provide the 
theoretical frameworks for this research explain the influence of culture on teacher-
participants in this research. This model explains how Indigenous children learn,  how 
teachers acquired knowledge when they were learners and how teachers’ backgrounds are 
likely to affect the next generation of learners. At the state level, language policy and a 
predominantly Vietnamese speaking population lead Kinh to being the dominant culture that 
affects school, home and work practices for all ethnic groups at the institutional level. Thus, 
although Indigenous teachers are influenced by their home traditions and perspectives on 
education, they are also influenced by Kinh cultural beliefs from their work and school 
practices. Culture, however, is only one of many factors that impact learners. In the context 
of Indigenous education, school practice is affected by certain situational factors such as 
teaching methodologies, learning requirements, learning resources and language proficiency. 
Home practice is influenced by economic status, parents’ educational levels, parenting styles 
and parents’ employment. As discussed in Chapter 5, some schools and classes in Lai Chau 
were temporary and deficient in learning resources, leading to a poor learning environment. 
The synthesis of factors from the three main levels of the CHAT will thus impact the 
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individual and lead to considerable diversity, even though some of the learners share the 
same ethnic background.  
As discussed in the literature review, Vietnam is a nation of three cultural threads, 
which include thousands of years of Confucian traditions, more than half a century of 
communist ethos and newly arrived Western values (Ashwill & Thai, 2005). Although there 
is no official research to explore the influence of Confucian traditions on different ethnic 
groups in Vietnam, many studies have demonstrated that Confucian heritage is one of the 
characteristics of Vietnamese culture (McLeod & Nguyen, 2001; Q. V. Tran, 2000; T. N. 
Tran, 2001). This characteristic belongs to the majority Kinh culture. In addition to this, 
ethnographic studies in Vietnam show that each ethnic group has a unique way of thinking 
and a unique lifestyle, and this leads to differences between Kinh and other Indigenous 
groups in areas such as language, histories, community, people, and knowledge about the 




Figure 8-1 A panoramic picture of how culture impacts the individual learner. Adapted from 
“Children's development from a cultural–historical approach: Children's activity in everyday 
local settings as foundation for their development” by M. Hedegaard, 2009, Mind, Culture, 
and Activity, 16(1), p. 73. Copyright 2009 by Regents of the University of California. And 
from “Slideplayer”, by M. Nakata, 2016 (https://slideplayer.com/slide/8177711/ ). Copyright 
2016 by Nakata.  
 
The Confucian heritage is a consequence of 1000 years of non-stop resistance against 
China, and it has shaped the approach to or way of learning in Vietnam (H. T. V. Ngo, Bulte, 
& Pilot, 2017; P.-M. Nguyen, Terlouw, & Pilot, 2005; H. T. T. Phan, 2012). Following the 
Confucian tradition, learners are expected to respect and follow teachers. Students do not 
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have much autonomy and  tend to be dependent on teachers, leading to teacher-centredness. 
Children accept whatever teachers say and it is an unwritten law that teachers are always 
right. The teacher’s responsibility is to feed children knowledge without paying much 
attention to children’s own interests. These Confucian views offer a cultural perspective on 
and explanation for teacher-participants’ attributions of their own difficulties to children’s 
and parents’ limitations. 
Limited knowledge and competency in L2 teaching combined with the belief that 
teachers know everything in their field (P.-M. Nguyen et al., 2005; H. T. T. Phan, 2012) has 
given rise to misconceptions. Furthermore, teachers’ cultural beliefs have been shown to 
affect recent professional perspectives on teaching styles in Vietnam, and these have lessened 
child-centred approaches in ECE (H. T. T. Phan, 2012). However, in the context of 
Indigenous preschool education, the language barrier is an additional reason for teacher-
centered approach. Young children and children who have less than one year experience in 
school cannot have sufficient Vietnamese vocabulary to express their ideas or their 
expectations, thereby reinforcing a passive learning style in class. As discussed in the 
observations detailed in Chapter 5, teacher-centeredness was a common feature in the six 
observed classes.  
Confucian traditions also affect the culture of respect in Vietnam. Learners are 
expected to be deferential to teachers and to respect moral values (Tôn sư trọng đạo). Various 
proverbs are used by Vietnamese people to remind each other about the importance of 
respecting teachers, such as: Muốn sang thì bắc cầu Kiều/ Muốn con hay chữ thì yêu lấy thầy 
( You have to build a bridge if you want to reach the other side of the river/ You have to 
respect teachers if you want your children to learn better at school); Con ơi nhớ lấy lời này/ 
Công cha nghĩa mẹ ơn thầy chớ quên (You should remember my advice/ Do not forget 
parents’ and teachers’ merit). November 20th is a date that is officially dedicated to teachers 
each year in Vietnam. It is a day where children and their parents show gratitude and present 
teachers with a gift. It is a beautiful tradition in Vietnam, but it also impacts partnerships 
between teachers and families. When talking with participants in this study, the researcher 
was aware of the despair felt by some teachers who worked in poor areas where Indigenous 
parents were not familiar with this culture, and did not send them gifts on ‘Respect for 
Teachers’ day. Some participants compared themselves with friends who taught Kinh 
children in wealthy areas. The stories that they shared in the survey, interviews and in 
informal talks led me to think more deeply about their expectations of parents. It confirmed 
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that teachers’ expectations might  prevent them from forming better partnerships with parents 
and understanding parents (as discussed previously).  
8.3.8 The key to success in teaching L2. Teachers who could use Indigenous 
children’s first languages could more easily communicate with the learners and use this as the 
language of instruction in class. Some of them asserted that they did not face difficulties in 
teaching Vietnamese to Indigenous children. The evidence from the observations show that 
the ability to speak a language that learners used in the class gave some teachers an advantage 
in teaching. However, this did not guarantee that these teachers offered better support to 
Indigenous children than that offered by colleagues who came from a different ethnic group 
to the learners in their classes. In practice, it seems that one key to success in teaching 
Indigenous preschool children was the provision of a warm learning environment where 
teachers with a tender heart encouraged children to be more self-confident and where 
individual conversations were set up with learners. By chatting with children in Vietnamese 
in transition time, teacher Dao, for example, helped three-year-olds, who came from a 
different Indigenous group, to become familiar with the new learning environment and desire 
to use Vietnamese to communicate with their peers.  
 As discussed above, some participants in this research made a concerted effort to create 
a positive learning environment for L2 learners. This view can be explained by the Affective 
filter hypothesis, developed by Krashen (1985), perhaps the most well-known nativist. This 
hypothesis was one of four main features in the Input hypothesis, and according to the Affective 
filter hypothesis, Krashen (1985) emphasized that the psychological state has an important 
influence on language acquisition. When psychological factors such as motivation, self-
confidence, and fear interfere with L2 acquisition, the language will not be able to approach 
the Language Acquisition Device in the brain (Krashen, 1981). This explanation focusses on 
ways in which the learning environment can affect learners. The learning environment in the 
class has its own culture and impacts learners. Consequently, it encourages educators to think 
about creating diverse and supportive learning environments that are interesting for second 
language learners. Krashen’s ideas can be used to explain how class or school practices affected 
Indigenous children in this study.  
8.3.9 Re-thinking ECE curriculum in Vietnam. The ECE curriculum in Vietnam  
outlines detailed requirements for children’s development at each age, and all lessons are 
learned in Vietnamese. Although the number of  nationally established early learning 
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standards has increased, little attention has been paid to ways in which L2 learners achieve 
the expected outcomes. In this study, more than one-quarter of the teachers who participated 
in the survey were uclear about teaching all lessons in Vietnamese to children who had 
limited Vietnamese language comprehension (see Chapter 4). Their concern was supported 
by the classroom observations where teachers did not know how to help children to learn new 
content in the target language. In Chi’s mixed-ageclass, for example, she asked one five-year-
old child to read a poem and expected three-year-old H’Mong children to repeat the poem. 
However, the three-year-old children chatted with each other in their first language instead of 
listerning to what the teacher and theirpeers said in Vietnamese. The potential reasons for this 
were that the children did not know enough Vietnamese words to understand what the teacher 
and older peers said in the class, or that the learning activity was not suitable for small 
children, or that teachers may not have had sufficient skills to teach a mixed-age class.  
 While the learning of a first language can be assumed for the majority of children, 
such an assumption cannot be made about the learning of a second language. The simple 
model based on the teaching approach called the Natural Approach (Krashen & Terrell, 1983) 
has been very useful in determining the status of second language learning for sequential 
learners. It is important to note that this model varies depending on learner competencies and 
that the stages are not solid and discrete (Krashen & Terrell, 1983). In general, the phases of 
development in second language learning are described in Figure 2.1, Phases of learning the 
second language Chapter 2- Literature Review. Five different stages are outlined, namely 
preproduction, early production, speech emergence, intermediate fluency and advanced 
fluency (Krashen & Terrell, 1983).  
 The features of each stage are linked with the time that learners spend learning a new 
language and their competency in using the target language. Based on Krashen’s L2 
development model, it was easy to explain why some Indigenous children in the observed 
classes who had just experienced school for a short time did not have much Vietnamese 
vocabulary, and limited speaking and listening skills. In addition, the phases of learning the L2 
can be used to explain the fact that participants in this study failed to understand why children 
in their classes could not use as much Vietnamese as they expected, leading them to blame 
their difficulties in teaching on children’s (and parents’) limitations. It is therefore necessary 
for educators and policymakers in Vietnam to invest in L2 teaching,  to update knowledge 
about L2 development, and to adopt new approaches to L2 instruction for preschool Indigenous 
learners. Thus, instructional enhancements to the ECE curriculum and training teachers in 
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teaching the L2 are necessary to support Indigenous students to learn Vietnamese as their 
second language.  
8.3.10 Contribution to the literature. Influenced by cultural-historical activity theory 
(CHAT) and Indigenous standpoint theory, this research has attempted to explore cultural 
influences in early childhood education. From a theoretical viewpoint, the study confirms that 
culture has a major influence on teachers’ beliefs and their teaching of Vietnamese as a 
second language to Indigenous children. The cultural mismatch between teachers and 
students and their families leads teachers to attribute the difficulties they experience in 
teaching the L2 to children and their parents, without considering their own limitations in 
teaching.  
Based on the findings about teachers’ beliefs and actions in the class, this research can 
attest with confidence that espoused theories and theories-in-use are not always aligned 
(Argyris & Schon, 1974). There is no strict one-to-one relationship between espoused 
theories and the practice intended to flow from those theories. This study’s evidence 
demonstrated that, in some cases, teachers had the right intuition although they did not have 
enough awareness about or experience in teaching an L2 to young children. Four stages of 
competence ("Four stages of competence," 2019), namely Conscious Incompetence, 
Conscious Competence, Unconscious Incompetence, and Unconscious Competence, can be 
used to explain the mismatch between teachers’ beliefs and their actions. The study’s findings 
also highlighted the profound influence of cultural knowledge, teachers’ backgrounds and 
teachers’ experience on their thinking and their pedagogy. These three factors seem to cause 
both convergence and divergence between teachers’ beliefs and their practices. Teachers’ 
expectations that are shaped by these factors also impact children’s learning and pedagogy in 
the class. In this study, teachers also showed  implicit discrimination towards both Indigenous 
children and their parents. This practice is likely to form a barrier to setting up a friendly 
learning environment and building effective partnerships with students’ families. Based on 
the findings of related research, this study has uncovered two main themes that link with 
research about teachers’ beliefs in teaching Vietnamese as an L2: 1) the complexity of 
investigating the relationship between teachers’ beliefs and their practice and 2) the cultural 
and linguistic mismatch between teachers and children (and their parents) in ECE contexts; 
this is a critical issue for teacher educators in Vietnam at both preservice and inservice levels.  
This research has not only explored teachers’ beliefs, but has also detailed a robust 
picture of ECE in the practice of teaching an L2 to Indigenous preschool children in Lai Chau 
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province. According to the observed practice, this study confirmed three factors that play an 
important influence in the teaching of preschool children: 1) the positive role of play-based 
learning; 2) the importance of balancing child-directed learning, guided play opportunities 
and adult-led learning; and 3) the critical role of teachers and their pedagogies in teaching 
and learning. The results from the observations in the study provide evidence that many 
complex L2 literacy skills develop naturally through play. Although participants set up 
effective and caring environments for learning, a “one size fits all” model prevailed, and this 
was not an effective approach for individual children or classes. Together, these observations 
call for balanced curriculum approaches that employ child-directed learning, guided learning 
and adult-led learning based on children’s competencies. Furthermore, teachers and their 
pedagogies played an essential role in supporting children to learn the L2. Teachers applied 
different activities such as pretend play, storytelling, using technology and learning through 
singing in teaching Indigenous children. Lastly, although this study did not focus on 
evaluating how young children acquire a second language in preschool, the empirical 
evidence from observations in classrooms affirmed that children who have a chance to learn 
via immersion in a second language at an early age are more confident in using the target 




CHAPTER 9: CONCLUSION AND RECOMMENDATIONS 
 
The purpose of this study was to investigate the teaching of Vietnamese as a second 
language to Indigenous preschool children in Lai Chau, Vietnam. The primary research 
question investigated was: “What are the challenges and affordances of teaching Vietnamese 
as a second language to Indigenous preschool children in Lai Chau province?” To answer this 
question the following aims were investigated: 
• to record and analyze preschool teachers’ beliefs about teaching Indigenous children a 
second language, 
• to analyze teachers’ existing classroom pedagogical practices in preschools where 
Vietnamese is taught as an L2 to Indigenous children, and 
• to provide a research baseline for improvement of the status of teaching Vietnamese 
to Indigenous preschool children in Vietnam. 
This chapter will synthesise the main findings that were explained in detail in Chapter 7. 
In addition, I will highlight some limitations before sharing some recommendations to better 
support Indigenous preschool children as well as their teachers in mountainous areas in 
Vietnam. This chapter will conclude with the researcher’s perspectives about ECE for 
Indigenous children in Vietnam including some of the difficulties for L2 learners in acquiring 
the target language.   
9.1 Summary and Conclusions 
One major concern of this research on Indigenous children in Lai Chau, Vietnam was 
to find the best way to help them to succeed in a culture where Vietnamese is the dominant 
language in school and beyond. The main impetus for this research was to uncover ways of 
helping children who do not have Vietnamese as their mother tongue, to learn this target 
language. Although there are many  factors impacting Indigenous children’s learning 
processes, teachers play a vital role in supporting children directly. Thus, researching the 
experiences and challenges that teachers encounter in their classrooms has opened up new 
opportunities to understand the practice of learning and teaching Vietnamese as an L2. My 
research has explored the status of teaching an L2 to Indigenous children in Lai Chau, 
Vietnam so that children in these areas and similar communities in other provinces may have 
a more successful experience of education. 
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The long-term aim of the study was to gain a better understanding of the factors that 
influence the capacity of preschool teachers in teaching Vietnamese as an L2. In order to 
answer the research questions, the first objective was to record and analyse preschool 
teachers’ beliefs about teaching an L2, and the second objective was to analyse existing 
classroom pedagogical practices in preschools where Vietnamese is taught to Indigenous 
children.  
To achieve these objectives, explanatory sequential mixed methods have been 
employed to develop an in-depth understanding of the practice of teaching an L2 to 
Indigenous preschool children. The methods included surveys, interviews, document 
analysis, and observations of Vietnamese language teaching.   
The findings from this study highlight the profound influence of cultural knowledge 
as well as individual teachers’ backgrounds and experiences. These three factors may cause 
both a convergence and divergence between teachers’ beliefs and their practice. In relation to 
research question 1, the research finds that culture has a great influence on teachers’ 
beliefs and their teaching of Indigenous children. The cultural mismatch between teachers 
and students as well as their families leads teachers to assign the difficulties in teaching the 
L2 to the children and their parents without considering their own limitations in teaching. 
Based on the findings of teachers’ beliefs and their classroom practice, this research attests 
research question 2 and confirms that espoused theories and theories-in-use are not 
always aligned. The evidence gathered in this study has demonstrated that although some 
teachers adopted sound pedagogies when teaching the L2, they did not have enough 
experience in teaching an L2 to young children. The main reason for this phenomenon is that 
most of them had not received any formal training in their pre-service education and only a 
few of them had attended in-service training in teaching an L2. This research explored 
teachers’ beliefs and, via classroom observations, sketched a picture of ECE in the context of 
L2 teaching to Indigenous preschool children in Lai Chau province. The observations carried 
out in the study revealed three factors which influence the teaching of preschool children:  
•  the role of play-based learning in learning an L2,  
•  the balance of child-directed learning, guided play opportunities and adult-led 
learning for supporting L2 acquisition and,  
•  the significant role of teachers and their pedagogies in teaching an L2.  
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The results from the observations in the study provided evidence that many complex 
L2 literacy skills develop naturally through play. Although the observed participants made 
the effort to set up an efficient learning environment, a “one-size-fits-all” approach appeared 
to prevail, and this was not an effective approach for all classes. A balanced curriculum 
approach that supports child-directed learning, guided learning and adult-led learning based 
on children’s competencies is needed. Teachers and their pedagogies played a critical role in 
supporting children to learn the L2. In addition to participating in individual conversations 
with Indigenous children, teachers applied activities such as pretend play, storytelling, using 
technology in teaching and helping children to learn through singing when teaching the L2.  
 The results of this study will provide the foundation for preparing teachers to work 
effectively with L2 acquisition for Indigenous children. The findings can be applied to the 
pre-service teacher education programs and in-service teacher professional development 
programs which are held regularly in Vietnam. In the short-term, this study will assist a 
national project called Strengthening the Vietnamese language for  Children in Preschool, 
Primary schools in Indigenous Minority Areas, period 2016-2020, and orientation until 2025 
(Viet Nam Prime Minister, 2016). This project forms the basis of the first wide-ranging 
reform in teaching Vietnamese as an L2 to young Indigenous children.  
9.2 Limitations 
There are some limitations to this research, particularly in the data collection process.  
As mentioned in Chapter 3, participants were recruited from two in-service education 
courses. Whilst these courses normally attract teachers from different districts of Lai Chau, 
there were no teachers on the courses from Nam Nhun district. To address this, I used the 
snowball method of asking teachers who did attend the courses to help me contact their peers 
who worked in Nam Nhun. I also wrote an email to the Division of Early Childhood 
Education in the Department of Education in Nam Nhun district in the hope of attracting 
participants. However, this method of convenience sampling did not represent a balance of 
teachers from the different districts of Lai Chau. Teachers from some districts, such as Than 
Uyen, Sin Ho participated at a higher rate than teachers from other places. At the same time, 
there was an absence of teachers from Nam Nhun in the interviews and observations because 
none of the participants who had agreed to take part in this second stage of data collection 
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replied to the researcher’s emails, text messages or phone calls. This did not allow me to 
explore the teaching issues faced in Nam Nhun district.   
My research was carried out whilst I was residing in Australia. I had limited travel 
funding which meant I could only visit Vietnam twice to collect data. In addition to this, Lai 
Chau is not my hometown, and it was not easy for me, who lived in the capital, Hanoi, to 
understand the culture and customs in Lai Chau. This posed some challenges in connecting 
with the preschool teachers from this area. Limited time for each data collection stage did not 
allow me to transcribe all the data while in Vietnam. The interviews and observation data 
were all transcribed back in Australia, and then the transcripts were emailed back to each 
participant in Vietnam; all but one of them replied. I assumed the participant who did not 
respond was satisfied that the transcript accurately recorded the interviews and observations.   
Since none of the participants in this study speak English, the survey was translated 
into Vietnamese and then the teachers’ responses and interviews were translated back into 
English. This language barrier prevented interviewees from checking the English translation 
of what they had shared. However, the researcher contacted two English teachers in Vietnam 
to check the translation of this data. This process endorsed my transcriptions and translations 
to be accurate translations of the original documents.  
Notwithstanding the limitations outlined above, this research has made a considerable 
contribution to new knowledge in the area by documenting the status of teaching Vietnamese 
as a second language to Indigenous preschool children in Lai Chau, Vietnam. This study is 
the first of its kind to explore preschool teachers’ beliefs about teaching Vietnamese to 
Indigenous children and the challenges and affordances in their teaching practice. The study 
had documented teachers’ perspectives and experiences of teaching a second language and, 
as discussed in Chapter 6, its findings have significance for the setting up of a new 
curriculum that meets learners’ requirements in Lai Chau and areas that share similar 
educational features with Lai Chau. The contribution of this work to the literature is 
significant given that, as was demonstrated in Chapter 2, very little has been reported on the 
phenomenon of teaching an L2 to Indigenous children.  
9.3 Recommendations 
 Based on the findings reported in Chapter 8, the study provides key recommendations 
for policymakers and educators to improve the quality of teaching and learning Vietnamese 
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for Indigenous preschool children in Lai Chau and other mountainous areas that share 
similarities with Lai Chau. In this section some recommendations will be discussed that not 
only enhance the effectiveness of policy change in the area of teacher support but also focus 
on finding a new approach that can be used in the practice of teaching an L2.  
9.3.1 Recommendation 1: High-quality pre-service and in-service professional 
training are key to developing competent teachers who can easily adapt to a variety of 
preschool contexts . In this research, the participants reported that they had not followed any 
pre-service education courses that offered guidelines on teaching Vietnamese as a second 
language to Indigenous children. Only a few of them had had a chance to attend an in-service 
course. However, there was no difference in the teaching practice of teachers who had 
attended in-service training run by MOET or DOET and those who had not. A limited 
background knowledge of children’s language and L2 development appeared to be one of 
reasons for the limited effect of teacher in-service education in Vietnam. Thus, in order for 
teachers to develop a deeper understanding of children’s L2 development and teaching 
methods associated with it, two main changes are recommended, which should be 
implementedsimultaneously: (1) improvement of pre-service education in children’s language 
development and L2 teaching, and (2) continuing provision of in-service professional 
development, specifically in L2 learning and teaching.  
First, in pre-service teacher education, MOET should consider setting up a universal 
standard that requires student teachers who learn in different institutions to pass a Vietnamese 
literacy exam. This will ensure that they are fluent in Vietnamese and competent to teach the 
language to preschool children. MOET can set up a Vietnamese national literacy standard for 
student teachers that is competency based and is a prerequisite to gaining a teaching position.  
Preservice teachers also need to be taught about children’s second language development and 
the relationship of this to the first language. This does not currently form part of teacher 
education programs in many universities and colleges in Vietnam (please see Chapter 6). 
Thus, providing coursework for student teachers in L2 acquisition and in specific teaching 
strategies to support Indigenous children and improve learning outcomes is a fundamental 
requirement for innovation in preschool teacher training in Vietnam. 
Second, in order to update teaching methods as well as help teachers to deal with their 
everyday challenges, MOET or DOET should provide continuous professional development 
workshops for all teaching staff. These workshops need to be prepared carefully to address 
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strategies for teaching a second language to Indigenous children. The educators who bear 
responsibility for these workshops should consider teachers’ expectations and their 
challenges in practice when developing the learning content rather than simply transferring 
academic knowledge about an L2. MOET or DOET should also set up ongoing workshops or 
series of workshops rather than one-off workshops. Ongoing professional discussions allow 
teachers to think carefully before adopting new ideas, adapt to different teaching methods, 
experiment with new teaching strategies and obtain support and feedback in subsequent 
workshops. This type of professional action learning cycle has proven very effective in other 
settings. Both bilingual and monolingual teachers, need to learn about how language and 
literacy development unfolds in dual language learners, and about instructional practices that 
support children’s development and learning.  
  In addition, there is a need for more in-service education courses which 
support teachers to learn Indigenous languages. Encouraging preschool teachers who work 
with Indigenous children to learn the children’s first language is an effective way of 
supporting young learners whose Vietnamese vocabulary is extremely limited during the first 
few weeks of a school year. It would also be a useful means of for support for individuals 
who live in non-Vietnamese speaking environments.  
9.3.2 Recommendation 2: Exploring effective ways to work with families. In 
parallel with consolidating their knowledge about L2 teaching, preschool teachers need to be 
trained both in pre-service and in-service education to become culturally competent regarding 
Indigenous cultures. This will help them to meet children’s and parents’ expectations and to 
choose the most effective and culturally responsive teaching methods. Instead of adhering to 
traditional typologies of parental involvement, such as Epstein’s modes discussed in Chapters 
5 and 6, preschools and teachers need to change their ways of communicating with parents. 
Developing a reciprocal understanding of schools and families will enable schools and 
teachers to find non-traditional modes that respect diverse cultures as well as parents’ 
expectations.  
9.3.3 Recommendation 3: Increased research on methodologies in teaching 
Vietnamese as a second language.  Indigenous children from different groups have different 
L1 languages that transfer differently in phonological awareness skills into an L2. As 
discussed above, it is not easy for learners to master pronunciation in a second language, and 
expert guidance is needed to support children to correct their Vietnamese pronunciation. 
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However, as discussed in Chapter 2, there is limited research on teaching Vietnamese as a 
second language and on how to correct Vietnamese pronunciation in L2 learners. Thus, 
Vietnamese researchers should pay attention to suprasegmental - a term used in phonetics and 
phonology to describe “a vocal effect which extends over more than one sound segment in an 
utterance, such as pitch, stress, or juncture pattern” (Crystal, 2011, p. 446). In the second 
language context, suprasegmental is used for tone, vowel length, and features like 
nasalization. Expert guidance is very important for teachers in teaching an L2 to Indigenous 
children. This is the most reliable way of improving pedagogies that support L2 
pronunciation and learning.  
9.3.4 Recommendation 4: Applying different learning activities for learners based 
on their interest and level of fluency in Vietnamese.  When teaching an L2 to children with 
different levels of fluency, the “one-size-fits-all” approach is not suitable. This 
recommendation calls for teachers to apply diversified learning activities to meet children in 
the immediate zone of proximal development (Vygotsky). For example, in this study, in the 
classes where children were confident in using Vietnamese, teachers applied storytelling and 
dictation (children express their ideas and teachers help to transcribe) instead of just using 
pretend to play (as discussed in Chapter 6).  
9.3.5 Recommendation 5: Re-designing ECE curriculum for Indigenous children 
in Vietnam. To help Indigenous learners to meet the language requirement for further 
education in Vietnam, the ECE curriculum in Vietnam needs to develop a specific set of 
guidelines for Indigenous learners to achieve competency in the Vietnamese language at 
preschool and during the first few years at primary school. This recommendation comes from 
the observation in some classrooms that the daily ECE curriculum requirements and 
standards set for 5-year-olds are beyond the ability level of many L2 learners. This created 
stress for teachers as well as for learners. This recommendation calls for educators in 
Vietnam to apply the results from L2 research, such as the phases of learning second 
language (Krashen & Terrell, 1995), in order to reconsider the curriculum. This will enable 
them to find the most effective and appropriate ways of supporting Indigenous children at 







Before moving to Australia to undertake this Ph.D., my experience of Indigenous 
education was acquired from my role as a teacher educator working with teachers on summer 
courses in Vietnam. In the Faculty of Early Childhood Education at Hanoi National 
University of Education, Vietnam, I was involved in providing professional development for 
in-service education courses in Lai Chau. Thanks to this experience, I had the chance to 
converse with preschool teachers, and this raised questions for me about Indigenous 
education in my country, particularly about the teaching of Vietnamese as a second language 
to preschool children. Four years of living and studying in Australia, a country known for its 
multiculturalism, has provided me with a valuable opportunity to explore the teaching and 
learning of a second language for learners from different cultural and language backgrounds.  
I am a second language speaker and the mother of a small child who started to learn 
English as a second language at the age of four and who experienced pre-primary to primary 
school in the Australian school system. This has given me the chance to compare Australian 
and Vietnamese pedagogies for L2 learners in preschool contexts. My personal journey, in 
relation to both my professional and parental roles, has influenced my perspective as a 
researcher.  
I did not teach my son any English before we left for Australia because |I was 
interested to observe how he adapted to an English-speaking environment. He may have 
adopted some simple English words from watching television shows or YouTube cartoons 
when he was in Vietnam, but this was not enough for him to communicate at school with 
teachers and peers. After arriving Australia, my son waited for two weeks for permission to 
attend kindergarten. In the meantime, I explained to him that at school, teachers and friends 
would not use Vietnamese to communicate and that he had to learn a new language to 
communicate. During this period I continued not to teach him any English. The night before 
his first day at school, he asked me (in Vietnamese), “Mother, what should I say in English if 
I want to go to the toilet in the class?”. I answered his question in English and explained the 
meaning in Vietnamese. He was very excited on the way to school. The deputy head led us to 
the class because we enrolled in the middle of August after the third school term had begun. I 
had a short conversation with the kindergarten teacher and informed her that my son could 
not speak English. The teacher smiled at him and took him to the Lego centre where other 
kids were playing. My son waved goodbye and gave me an encouraging smile while saying 
229 
 
in Vietnamese, “Mẹ đi học đi, con chào mẹ” (Mom, you should go to your Uni. Bye mom). I 
left the school with some feelings of uncertainty about how my son would cope on his first 
day. When I picked him up in the afternoon, the teacher said that he was an amazing boy 
because he had not cried and had enjoyed the class. I knew that the teacher was very 
affectionate towards my son and she praised him for the effort he made to assimilate. I asked 
him to describe his first day at a kindergarten in Australia, and he explained the reason why 
he had not cried and had enjoyed himself with his peers: “I was playing with friends. There 
was a lot of fun, and I did not feel lonely. Although I did not understand what teachers said in 
the class, I was not scared because the teachers treated me very well. The main teacher 
allowed me to choose the toys and play whatever I liked.” When I told him that the next day 
he would not go to school, he asked for a reason. I explained that in Australia, children only 
go to kindergarten two and a half days a week. However, he did not accept this reason and 
compared it with his school in Vietnam where children attend every day. My son seemed to 
be interested in school after his first day. He wanted to go to class every day to be with his 
friends and teachers. 
My son’s English improved step by step and, after spending a year at school, he was 
confident to communicate not only with his teachers and peers but also with other people. I 
observed and took notes every day while asking my son to describe his school day. As a 
mother, I was so happy and showed deep gratitude to the teachers in my son’s class. They did 
a great job of encouraging a small child, who had limited English language, to adapt to the 
new learning environment. As a researcher, I was curious about the teacher’s pedagogies that 
made learners like my son to eager to learn. In Vietnam, although my son studied in a well 
known preschool in Hanoi, the learning materials used for outdoor activities in this school, 
were not as good as those in the Australian school. During the first few days at school, my 
son may have been interested in an outdoor playground that he had no experience of in public 
preschool in Vietnam. However, I do not believe that this was the main reason my son was 
keen to go to school. After a few months of playing with the toys around the school, he did 
not pay them much attention, but he still loved going to school and hated staying at home for 
the school holidays. Close relationships between teachers and children, and the teaching 
methods used were the main reasons my son loved going to school, and this enabled him to 
acquire the second language naturally.  
My son was the only Asian child who did not speak English as a mother tongue in his 
kindergarten class and he was one of five international students in his pre-primary class. I 
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observed his class during all arrival and departure times, and sometimes during social 
activities where parents were encouraged to become involved in the children’s learning. As a 
mother, I respected all the teachers who taught my son in his Australian school, and as a 
researcher, I compared these teachers with each other based on their behaviour towards 
parents. While the main teacher in the kindergarten class always smiled and talked with me, 
the main teacher in pre-primary rarely talked with me except for commenting on my son’s 
health when he got sick at school. I shared my feelings with two other Asian mothers whose 
children were in the pre-primary class, and they said that they had noticed the same. Thus, 
while the first teacher helped me to feel confident to talk about my son, the second teacher 
made me and the two other mothers feel alienated in the school environment where English is 
not our first language. The experience that I gained as a parent allowed me to identify with 
the children and parents in my research.  This was the reason I expressed a different opinion 
to the participants in this research who blamed the difficulty for teaching the L2 on children’s 
and parents’ limitations (please see the discussion in Chapters 5 and 6 above). My own 
experience reflexively informed my research.  
As a second language learner and Ph.D. student, my road has been not easy. I have 
only studied English as a foreign language from textbooks, and taken three to four 45 minute 
lessons a week at high school and university. I also taught myself English by using 
technology and the internet, but a language barrier still exists. I am deeply aware that without 
being formally educated in the area, it is not easy to master a second language as well as to 
perform well academically. This belief was confirmed after my observations in the Lai Chau 
preschools where Indigenous children are required to learn Vietnamese – the official 
language.  There are not many learning resources for learners to teach themselves this 
language as an L2 compared with English or Chinese, for example. Based on the observations 
in practice, I was aware of a linguistic barrier to the education of many children, but also of 
barriers to social and economic acceptance. Good education provides children with more 
chance to explore their potential abilities and improve their lives; education cannot change 
however, without financial support and research-based policy. This study therefore calls for 
contributions from both the Vietnamese government and society at large to improve the lives 
of Indigenous children.  
9.5 Final words 
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I had the chance to visit many mountainous provinces in Vietnam as a consequence of 
my work at Hanoi National University of Education. The original idea for this research came 
from the practitioners I met in the course of undertaking this work.  I prepared a proposal in 
2015 and sent it for approval from my supervisors in order to enrol at Murdoch University in 
June 2016. Incidentally, at the same time in Vietnam MOET had expanded a major project 
called Strengthening the Vietnamese Language for Children in Preschool, and Primary 
schools in Indigenous Minority areas, for the period 2016-2020, and orientation until 2025. 
Then, on 2 June 2016, the prime minister of the Socialist Republic of Vietnam approved this 
long term project for Indigenous education (Viet Nam Prime Minister, 2016). Two months 
later, on 15 August 2016, MOET promulgated the decision number 2805 to work on a plan 
for this project.  
 I have been conducting this study since early 2016 and, as explained above, it fills a 
gap in the literature and highlights the challenges that need to be resolved in order to help 
Indigenous children as well as preschool teachers in mountainous areas in Vietnam. The main 
purpose of this research was to explore the practice of teaching an L2 to Indigenous 
preschool children in Lai Chau, Vietnam. The findings discussed above provide both positive 
and negative issues influencing teaching an L2 to Indigenous children in the Vietnamese 
context. It is hoped that Vietnamese educational policy makers will consider the teachers’ 
voices and practices recorded in this study, when setting up policy and modifying the 
Vietnamese ECE curriculum. This research exposes the dilemma faced by preschool teachers 
who are expected to meet higher standards than the limited professional support they receive 
in teaching an L2 enables them to deliver.   
  Although I had made many visits to mountainous areas in Vietnam such as Lai 
Chau before doing this research, I only knew about some of the issues linked with 
absenteeism and low quality education for Indigenous preschool children. I did not have any 
understanding of the ways in which Indigenous children learned the Vietnamese language 
and adapted to a new learning environment where they could not use their mother tongue. 
This study offered me the chance to explore Indigenous education in my country. A huge gap 
exists between children who live in Hanoi and Indigenous children in mountainous areas. 
Although children are required to go to school, many of them drop out of elementary school, 
and the language barrier is one of many obstacles that explain this. 
 During the data collection period, I learned a lot from the teacher participants and 
Indigenous children who formed part of my research. The days I spent in the classrooms in 
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the mountainous districts in Lai Chau offered me a real insight into Indigenous education in 
Vietnam and inspired me to conduct my future research in projects that really serve these 
communities. The children’s poetic faces and sparkling eyes make me believe in the future. 
In these last sentences, I would like to describe the emotion that Indigenous children shared 
with me throughout my field trip in Vietnam through my poem, “My School”.  
MY SCHOOL 
Thao Vu 
My school is halfway up the hill 
The way to school is winding 
Where the wild birds are singing cheerfully 
Under the sweet blue sky and wind breezes softly 
My school is under the glorious sunshine 
The stream is overflowing with rocks 
The scent of the aromatic forest in the summer 
My school is halfway up the hill 
Where wildflowers are blooming 
Fluttering under the white cloud 
My school is halfway up the hill 
Where I enjoy every day 
And sharing my happy childhood 
With my dear gentle teachers 
Who bring the new world to school 
I am going to school today 
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APPENDIX A  
 
Documents for Survey 
Information letter (in English) 
 
Information Letter for Teacher Survey 
Preschool Principal  
 
Teaching Vietnamese as a second language for Indigenous Preschool Children in Lai 






My name is Thao Thi Vu. I am a Ph.D. student in Education at Murdoch University in Perth, Western Australia. I am 
conducting a study about teaching Vietnamese as a second language for Indigenous Preschool Children in Lai Chau –
Vietnam. I am writing to invite you to participate in my study.  
 
The purpose of this study is to explore the status of teaching Vietnamese as a second language in preschools in Lai 
Chau province. This study will examine preschool teachers’ beliefs about teaching Indigenous children a second 
language and will analyze existing classroom pedagogical practices in preschools. My supervisors, Associate 
Professor Libby Lee-Hammond (email: l.lee@murdoch.edu.au; Phone: +61 8 9360 2627) and Associate Professor 
Andrew McConney (email:  a.mcconney@murdoch.edu.au; Phone: +61 8 9360 6995) are working with me to conduct 
this study. We hope that the study will help identify the barriers and facilitators that preschool teachers experience 
when they teach Vietnamese as an L2 for Indigenous children in Lai Chau, Vietnam. The results of this study will 
become a part of the foundation for preparing teachers to work effectively with L2 acquisition for Indigenous children 
through applying the findings of this study to pre-service teacher education programs as well as in-service teacher 
professional development programs. 
 
Due to your role as School Principal in ……………..institution/preschool, we believe that you are in a position to 
provide valuable assistance towards this study by helping to recruit teacher participants for the teacher survey. We 
believe that there is much information we can learn from teachers in your institution/preschool and that can be used to 




You are invited to assist in recruiting participants for the Teacher Survey scheduled to run one month in, 2017, by 
making the survey known to the preschool teachers in your school. If you agree, you will be contacted with further 
details about the arrangements along with a sample of the survey questions. This will allow you an opportunity to 
raise questions or concerns about the research. Participating teachers will be provided information and consent forms 
before commencing the survey, and they will also be free to withdraw their consent to participate at any point during 
the survey or decide not to answer certain questions if they do not feel comfortable. The survey will consist of a 
combination of close-ended questions and open-ended questions and can be completed in approximately twenty (20) 
minutes.  
 
All information shared will remain confidential and used solely for the purpose of this study. Likewise, participants 
will remain anonymous, as no personal identification is required except if volunteering for observation/interview.  
 
If you have any questions about this project please feel free to contact either myself, mob. xxxx xxx or my 
supervisors.  My supervisors and I are happy to discuss with you any concerns you may have about this study.  
 
Once we have analysed the information from this study we will mail / email a summary of our findings.   
 
 





   
 
Thao Thi Vu 
Ph.D Candidate 
 
Dr. Libby Lee-Hammond 
Primary Supervisor 
 










This study has been approved by the Murdoch University Human Research Ethics Committee 
(Approval xxxx/xxx).  If you have any reservation or complaint about the ethical conduct of this 
research, and wish to talk with an independent person, you may contact Murdoch University’s 
Research Ethics Office (Tel. 08 9360 6677 (for overseas studies, +61 8 9360 6677) or e-mail 
ethics@murdoch.edu.au). Any issues you raise will be treated in confidence and investigated fully, 




Information letter (in Vietnamese) 
             Thông tin về đề tài nghiên cứu 
Dạy Tiếng Việt như là ngôn ngữ thứ hai cho trẻ dân tộc thiếu số trên địa bàn tỉnh Lai 
Châu –Việt Nam 
Kính gửi…………, 
Tên tôi là Vũ Thị Thảo. Hiện nay tôi đang là Nghiên cứu sinh ngành giáo dục tại trường Đại 
học Murdoch ở Perth, Tây Úc. Tôi đang tiến hành môt nghiên cứu về giảng dạy Tiếng Việt như 
là ngôn ngữ thứ hai cho trẻ dân tộc thiểu số ở Lai Châu –Việt Nam. Tôi viết thư này để trân 
trọng mời anh/chị tham gia vào nghiên cứu của tôi.  
Mục đích của nghiên cứu này là tìm hiểu thực trạng dạy Tiếng Việt như là một ngôn ngữ thứ 
hai trong các trường mẫu giáo ở tỉnh Lai Châu. Nghiên cứu ngày hướng tới tìm hiểu về niềm 
tin của giáo viên mầm non về việc dạy trẻ dân tộc ngôn ngữ thứ hai và phân tích hiện trạng các 
phương pháp sư phạm mà giáo viên đang sử dụng trong lớp học. Hai thầy giáo hướng dẫn của 
tôi là Phó Giáo Sư Libby Lee-Hammond (địa chỉ thư điện tử: l.lee@murdoch.edu.au; điện 
thoại: +61 8 93602627) và Phó Giáo Sư Andrew McConney (địa chỉ thư điện tử: 
A.Mcconey@murdoch.edu.au; điện thoại: +61 893 606 995) đang làm việc với tôi để tiến hành 
nghiên cứu này. Chúng tôi hi vọng rằng nghiên cứu này sẽ giúp xác định những rào cản mà 
giáo viên mầm non phải đối mặt và những trợ giúp giáo viên nhận được khi họ dạy tiếng Viêt 
như là ngôn ngữ thứ hai cho trẻ dân tộc thiếu số ở tỉnh Lai Châu, Việt Nam. Kết quả mong đợi 
của nghiên cứu này sẽ trở thành nền tảng chuẩn bị cho giáo viên mầm non giảng dạy hiệu quả 
hơn ngôn ngữ thứ hai cho trẻ dân tộc thiếu số thông qua việc áp dụng kết quả của nghiên cứu 
vào chương trình đào tạo giáo viên mầm non và chương trình bồi dưỡng giáo viên mầm non.  
Do vai trò của anh/chị là ……trong…..trường mầm non, chúng tôi tin tưởng rằng anh/chị đang 
ở một vị trí có thể hỗ trợ cho nghiên cứu thông qua việc giúp chúng tôi kêu gọi giáo viên tham 
gia vào cuộc khảo sát. Chúng tôi tin tưởng rằng những thông tin mà chúng tôi có thể học từ các 
giáo viên ở cơ sở giáo dục/ trường mầm non của anh/chị có thể được sử dụng để đánh giá hiện 
trạng giáo dục mầm non ở tỉnh Lai Châu.  
Anh/chị được mời để hỗ trợ kêu gọi sự tham gia của giáo viên mầm non vào cuộc khảo sát 
điều tra sẽ diễn ra từ (ngày) đến (ngày) năm 2017. Nếu anh/chị đồng ý, chúng tôi sẽ liên hệ 
với anh/chị và cung cấp thêm thông tin chi tiết về một số mẫu câu hỏi khảo sát. Điều đó sẽ 
mang tới cho anh/chị cơ hội đặt các câu hỏi hoặc nêu các quan ngại của mình về nghiên cứu. 
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Những giáo viên tham gia sẽ được yêu cầu hoàn thành mẫu thỏa thuận đồng ý trước khi bắt 
đầu cuộc khảo sát, và họ cũng có thể rút lại sự đồng ý tham gia của học vào bất cứ thời điểm 
nào trong quá trình khảo sát hoặc quyết định không trả lời một số câu hỏi nếu họ cảm thấy 
không thoải mái. Cuộc khảo sát sẽ bao gồm cả các câu hỏi đóng và các câu hỏi mở và có thể 
hoàn thành trong khoảng 20 phút.  
Tất các các thông tin được chia sẻ sẽ được giữ kín và chỉ được sử dụng cho mục đích của 
nghiên cứu này. Tương tự, những người tham gia sẽ được ẩn danh và không có yêu cầu nhận 
dạng cá nhân.  
Nếu bạn có bất kỳ câu hỏi nào về dự án này, vui lòng liên hệ với tôi hoặc thầy hướng dẫn của 
tôi. Thầy hướng dẫn của tôi và tôi rất vui khi được thảo luận với bạn về bất kỳ mối quan tâm 
nào của anh/chị về nghiên cứu này. Anh/chị có thể nhận được phản hồi về các kết quả của 
nghiên cứu trong vòng sáu tháng sau cuộc phỏng vấn. Sau khi chúng tôi phân tích các thông 
tin từ nghiên cứu này, chúng tôi sẽ gửi bản tóm tắt các kết quả nghiên cứu cho anh/chị theo địa 
chỉ thư/thư điện tử.  
Nếu anh/chị sẵn sang đồng ý tham gia vào nghiên cứu, xin vui lòng hoàn thiện mẫu đơn Đồng 
ý.  
Trân trọng cảm ơn sự giúp đỡ của anh/chị với dự án nghiên cứu. 
Thân mến,  
 
   
 
Thao Thi Vu 
Nghiên cứu sinh 
 
Dr. Libby Lee-Hammond 
Giáo viên hướng dẫn chính 
 
Dr. Andrew McConney 







Nghiên cứu này đã được phê duyệt bởi Ủy ban đạo đức nghiên cứu con người của Đại học Murdoch 
(Phê duyệt 2017/114). Nếu bạn có bất kỳ thắc mắc hoặc khiếu nại về hành vi đạo đức của nghiên 
cứu này và muốn nói chuyện với một người độc lập, bạn có thể liên hệ với Văn phòng đạo đức 
nghiên cứu của Đại học Murdoch (ĐT 08 9360 6677 (đối với các nghiên cứu ở nước ngoài, +61 8 
9360 6677) hoặc e-mail ethics@murdoch.edu.au). Bất kỳ vấn đề nào bạn nêu ra sẽ được xử lý một 




Information Letter for Teacher Survey 
Teaching Vietnamese as a second language for Indigenous Preschool Children in 
LaiChau - Vietnam 
Dear………………, 
My name is Thao Thi Vu. I am a Ph.D. student in Education at Murdoch University in Perth, 
Western Australia. I am conducting a study about teaching Vietnamese as a second language 
for Indigenous Preschool Children in Lai Chau –Vietnam. I am writing to invite you to 
participate in my study.  
The purpose of this study is to explore the status of teaching Vietnamese as a second 
language in preschools in Lai Chau province. This study will examine preschool teachers’ 
beliefs about teaching Indigenous children a second language and will analyze existing 
classroom pedagogical practices in preschools.  
My supervisors, Associate Professor Libby Lee-Hammond (email: l.lee@murdoch.edu.au; 
Phone: +61 8 9360 2627) and Associate Professor Andrew McConney (email:  
a.mcconney@murdoch.edu.au; Phone: +61 8 9360 6995) are working with me to conduct this 
study. We hope that the study will help identify the barriers and facilitators that preschool 
teachers experience when they teach Vietnamese as an L2 for Indigenous children in Lai 
Chau, Vietnam. The results of this study will become a part of the foundation for preparing 
teachers to work effectively with L2 acquisition for Indigenous children through applying the 
findings of this study to pre-service teacher education programs as well as in-service teacher 
professional development programs. 
Due to your role as a teacher in ……………..institution/preschool, we believe that you are in 
a position to provide valuable assistance towards this study by completing a teacher survey. 
We believe that there is much information we can learn from you and that can be used to 
understand current educational practices in Lai Chau province.  
I am inviting you to complete the Teacher Survey for this study. If you agree, please read 
carefully the information sheet and sign the consent form before commencing the survey. 
You are free to withdraw from the study at any point during the survey, or to not answer any 
question. The survey consists of a combination of close-ended and open-ended questions and 
should take no more than twenty (20) minutes.  
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All information shared will remain confidential and used solely for the purpose of this study. 
Likewise, participants will remain anonymous, as no personal identification is required 
except if volunteering for observation/interview.  
If you have any questions about this project please feel free to contact either me, or my 
supervisors.  My supervisors and I are happy to discuss with you any concerns you may have 
about this study.  
Once we have analysed the information from this study we will mail / email a summary of 
our findings to your school’s manager / principal.   
Thank you for your assistance with this research project.  
Sincerely,  
 
   
 
Thao Thi Vu 
Ph.D Candidate 
 
Dr. Libby Lee-Hammond 
Primary Supervisor 
 







Information letter (in Vietnamese) 
             Thông tin về đề tài nghiên cứu 
Dạy Tiếng Việt như là ngôn ngữ thứ hai cho trẻ dân tộc thiếu số trên địa bàn tỉnh Lai 
Châu –Việt Nam 
Kính gửi…………, 
Tên tôi là Vũ Thị Thảo. Hiện nay tôi đang là Nghiên cứu sinh ngành giáo dục tại trường Đại 
học Murdoch ở Perth, Tây Úc. Tôi đang tiến hành môt nghiên cứu về giảng dạy Tiếng Việt như 
This study has been approved by the Murdoch University Human Research Ethics Committee 
(Approval 2017/114).  If you have any reservation or complaint about the ethical conduct of this 
research, and wish to talk with an independent person, you may contact Murdoch University’s 
Research Ethics Office (Tel. 08 9360 6677 (for overseas studies, +61 8 9360 6677) or e-mail 
ethics@murdoch.edu.au). Any issues you raise will be treated in confidence and investigated fully, 




là ngôn ngữ thứ hai cho trẻ dân tộc thiểu số ở Lai Châu –Việt Nam. Tôi viết thư này để trân 
trọng mời anh/chị tham gia vào nghiên cứu của tôi.  
Mục đích của nghiên cứu này là tìm hiểu thực trạng dạy Tiếng Việt như là một ngôn ngữ thứ 
hai trong các trường mẫu giáo ở tỉnh Lai Châu. Nghiên cứu ngày hướng tới tìm hiểu về niềm 
tin của giáo viên mầm non về việc dạy trẻ dân tộc ngôn ngữ thứ hai và phân tích hiện trạng các 
phương pháp sư phạm mà giáo viên đang sử dụng trong lớp học. Hai thầy giáo hướng dẫn của 
tôi là Phó Giáo Sư Libby Lee-Hammond (địa chỉ thư điện tử: l.lee@murdoch.edu.au; điện 
thoại: +61 8 93602627) và Phó Giáo Sư Andrew McConney (địa chỉ thư điện tử: 
A.Mcconey@murdoch.edu.au; điện thoại: +61 893 606 995) đang làm việc với tôi để tiến hành 
nghiên cứu này. Chúng tôi hi vọng rằng nghiên cứu này sẽ giúp xác định những rào cản mà 
giáo viên mầm non phải đối mặt và những trợ giúp giáo viên nhận được khi họ dạy tiếng Viêt 
như là ngôn ngữ thứ hai cho trẻ dân tộc thiếu số ở tỉnh Lai Châu, Việt Nam. Kết quả mong đợi 
của nghiên cứu này sẽ trở thành nền tảng chuẩn bị cho giáo viên mầm non giảng dạy hiệu quả 
hơn ngôn ngữ thứ hai cho trẻ dân tộc thiếu số thông qua việc áp dụng kết quả của nghiên cứu 
vào chương trình đào tạo giáo viên mầm non và chương trình bồi dưỡng giáo viên mầm non.  
Do vai trò của anh/chị là ……trong…..trường mầm non, chúng tôi tin tưởng rằng anh/chị đang 
ở một vị trí có thể hỗ trợ cho nghiên cứu thông qua việc giúp chúng tôi điền thông tin vào phiếu 
khảo sát này. Chúng tôi tin tưởng rằng những thông tin mà chúng tôi có thể học từ các giáo 
viên ở cơ sở giáo dục/ trường mầm non của anh/chị có thể được sử dụng để đánh giá hiện trạng 
giáo dục mầm non ở tỉnh Lai Châu.  
Anh/chị được mời để hỗ trợ kêu gọi sự tham gia của giáo viên mầm non vào cuộc khảo sát 
điều tra sẽ diễn ra từ (ngày) đến (ngày) năm 2017. Nếu anh/chị đồng ý, chúng tôi sẽ liên hệ 
với anh/chị và cung cấp thêm thông tin chi tiết về một số mẫu câu hỏi khảo sát. Điều đó sẽ 
mang tới cho anh/chị cơ hội đặt các câu hỏi hoặc nêu các quan ngại của mình về nghiên cứu. 
Những giáo viên tham gia sẽ được yêu cầu hoàn thành mẫu thỏa thuận đồng ý trước khi bắt 
đầu cuộc khảo sát, và họ cũng có thể rút lại sự đồng ý tham gia của học vào bất cứ thời điểm 
nào trong quá trình khảo sát hoặc quyết định không trả lời một số câu hỏi nếu họ cảm thấy 
không thoải mái. Cuộc khảo sát sẽ bao gồm cả các câu hỏi đóng và các câu hỏi mở và có thể 
hoàn thành trong khoảng 20 phút.  
Tất các các thông tin được chia sẻ sẽ được giữ kín và chỉ được sử dụng cho mục đích của 
nghiên cứu này. Tương tự, những người tham gia sẽ được ẩn danh và không có yêu cầu nhận 
dạng cá nhân.  
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Nếu bạn có bất kỳ câu hỏi nào về dự án này, vui lòng liên hệ với tôi hoặc thầy hướng dẫn của 
tôi. Thầy hướng dẫn của tôi và tôi rất vui khi được thảo luận với bạn về bất kỳ mối quan tâm 
nào của anh/chị về nghiên cứu này. Anh/chị có thể nhận được phản hồi về các kết quả của 
nghiên cứu trong vòng sáu tháng sau cuộc phỏng vấn. Sau khi chúng tôi phân tích các thông 
tin từ nghiên cứu này, chúng tôi sẽ gửi bản tóm tắt các kết quả nghiên cứu cho anh/chị theo địa 
chỉ thư/thư điện tử.  
Nếu anh/chị sẵn sang đồng ý tham gia vào nghiên cứu, xin vui lòng hoàn thiện mẫu đơn Đồng 
ý.  
Trân trọng cảm ơn sự giúp đỡ của anh/chị với dự án nghiên cứu. 
Thân mến,  
 
   
 
Thao Thi Vu 
Nghiên cứu sinh 
 
Dr. Libby Lee-Hammond 
Giáo viên hướng dẫn chính 
 
Dr. Andrew McConney 






Consent letters for survey (in English)  
Consent Form for Survey 
Teacher 
Teaching Vietnamese as a second language for Indigenous Preschool Children in  
Lai Chau – Vietnam 
1. I agree voluntarily to take part in this study.  
2. I have read the Information Sheet provided and have been given a full explanation of 
the purpose of this study, the procedures involved and of what is expected of me.  
Nghiên cứu này đã được phê duyệt bởi Ủy ban đạo đức nghiên cứu con người của Đại học Murdoch 
(Phê duyệt 2017/114). Nếu bạn có bất kỳ thắc mắc hoặc khiếu nại về hành vi đạo đức của nghiên 
cứu này và muốn nói chuyện với một người độc lập, bạn có thể liên hệ với Văn phòng đạo đức 
nghiên cứu của Đại học Murdoch (ĐT 08 9360 6677 (đối với các nghiên cứu ở nước ngoài, +61 8 
9360 6677) hoặc e-mail ethics@murdoch.edu.au). Bất kỳ vấn đề nào bạn nêu ra sẽ được xử lý một 




3. I understand that I will be responding to questions in a survey. 
4. The researcher or the Key Contact Person at my Institution/ Preschool has answered 
all my questions.  
5. I understand that I am free to withdraw from the study at any time without needing to 
give any reason.  
6. I understand that I can choose to not respond to any question that makes me 
uncomfortable. 
7. I understand I will not be identified in any publication arising out of this study unless 
I give my consent.  
8. I understand that if I volunteer to take part in the observation/interview part of this 
research, my name and identity will be stored separately from the data, and these are 
accessible only to the investigators. All data provided by me will be analyzed 
anonymously using coded numbers.  
9. I understand that all information provided by me is treated as confidential and will not 
be released by the researcher to a third party unless required to do so by law.  
Name of participant:  ________________________ 
 
Signature of Participant: ________________________ Date: …..../..…../……. 
  
I confirm that I have provided the Information Letter concerning this study to the above 
participant; I have explained the study and have answered all questions asked of me.  
Signature of researcher:  ________________________ Date: …..../..…../……. 
Consent Form for Survey 
Key Contact Person 
Teaching Vietnamese as a second language for Indigenous Preschool Children in  
Lai Chau – Vietnam 




2. I have read the Information Sheet provided and been giving a full explanation of the 
purpose of this study, the procedures involved and of what is expected of me.  
3. I understand that I will be asked to help recruit preschool teachers at my 
institution/preschool to participate in a survey. 
4. The researcher has answered all my questions about this study.  
5. I understand that I am free to withdraw at any time without needing to give any 
reason.  
6. I understand I will not be identified in any publication arising out of this study unless 
I give my consent.  
7. I understand that all information provided by me and my teachers are treated as 
confidential and will not be released by the researcher to a third party unless required 
to do so by law.  
Name of Key Contact Person:  ________________________ 
Signature of Key Contact Person: ________________________ Date: …..../..…../……. 
  
I confirm that I have provided the Information Letter concerning this study to the above 
participant; I have explained the study and have answered all questions asked of me.  




Consent letters for survey (in Vietnamese)  
Mẫu đồng ý cho khảo sát điều tra - Người liên hệ chính 
Dạy Tiếng Việt như ngôn ngữ thứ hai cho trẻ dân tộc thiểu số trên địạ bàn tỉnh Lai 
Châu – Việt Nam 
 
1. Tôi tự nguyện đồng ý tham gia nghiên cứu này với tư cách là Người Liên Hệ Chính 
với cơ sở đào tạo/ trường mẫu giáo của tôi.  
2. Tôi đã đọc tờ phiếu thông tin về nghiên cứu và được nghe giải thích đầy đủ về mục 
đích của nghiên cứu, các tiến trình của nghiên cứu và tôi được trông đợi đóng góp 
những gì cho nghiên cứu.  
3. Tôi hiểu rằng tôi được yêu cầu giúp đỡ nhà nghiên cứu kêu gọi giáo viên mầm non 
trong trường của tôi tham gia vào cuộc khảo sát điều tra.  
4. Nhà nghiên cứu đã trả lời tất cả các câu hỏi của tôi và giải thích các vấn đề có thể phát 
sinh do sự tham gia của tôi vào nghiên cứu này. 
5. Tôi hiểu rằng tôi có quyền rút khỏi nghiên cứu bất cứ lúc nào mà không cần đưa ra lý 
do gì. 
6. Tôi hiểu rằng tôi sẽ không bị nhận diện trong bất kỳ ấn phẩm xuất bản  nào xuất phát 
từ nghiên cứu này trừ khi tôi đồng ý. 
7. Tôi hiểu rằng tên và danh tính của tôi sẽ được lưu trữ riêng biệt với dữ liệu (trừ khi có 
thoả thuận khác) và chỉ các điều tra viên có thể truy cập được. Tất cả các dữ liệu được 
cung cấp bởi tôi sẽ được phân tích nặc danh bằng cách sử dụng mã số (cho khảo sát). 
8. Tôi hiểu rằng tất cả các thông tin do tôi cung cấp được coi là bí mật và sẽ không được 
nhà nghiên cứu cung cấp cho bên thứ ba trừ khi luật pháp yêu cầu. 
Tên của người tham gia:  ________________________ 
Chữ kí của người tham gia: ________________________ Date/ Ngày: …..../..…../……. 
 Tôi xác nhận rằng tôi đã cung cấp Thư Thông tin liên quan đến nghiên cứu này cho 
người tham gia ở trên; Tôi đã giải thích về nghiên cứu và đã trả lời tất cả các câu hỏi mà 
người tham gia nghiên cứu hỏi tôi.  




Mẫu đồng ý cho khảo sát điều tra - Giáo viên mầm non 
Dạy Tiếng Việt như ngôn ngữ thứ hai cho trẻ dân tộc thiểu số trên địạ bàn tỉnh Lai 
Châu – Việt Nam 
1. Tôi tự nguyện đồng ý tham gia nghiên cứu này. 
2. Tôi đã đọc tờ phiếu thông tin về nghiên cứu và được nghe giải thích đầy đủ về mục 
đích của nghiên cứu, các tiến trình của nghiên cứu và tôi được trông đợi đóng góp 
những gì cho nghiên cứu.  
3. Tôi hiểu rằng tôi sẽ trả lời các câu hỏi của khảo sát. 
4. Nhà nghiên cứu hoặc Người liên hệ chính tại cơ sở giáo dục/ trường mầm non của tôi 
đã trả lời tất cả các câu hỏi của tôi và giải thích các vấn đề có thể phát sinh do sự tham 
gia của tôi vào nghiên cứu này. 
5. Tôi hiểu rằng tôi có quyền rút khỏi nghiên cứu bất cứ lúc nào mà không cần đưa ra lý 
do gì. 
6. Tôi hiểu rằng tôi có thể chọn để không trả lời bất kỳ câu hỏi nào nếu câu hỏi đó làm 
cho tôi không thoải mái. 
7. Tôi hiểu rằng tôi sẽ không bị nhận diện trong bất kỳ ấn phẩm xuất bản nào xuất phát 
từ nghiên cứu này trừ khi tôi đồng ý. 
8. Tôi hiểu rằng tên và danh tính của tôi sẽ được lưu trữ riêng biệt với dữ liệu (trừ khi có 
thoả thuận khác) và chỉ các điều tra viên có thể truy cập được. Tất cả các dữ liệu được 
cung cấp bởi tôi sẽ được phân tích nặc danh bằng cách sử dụng mã số (cho khảo sát).  
9. Tôi hiểu rằng tất cả các thông tin do tôi cung cấp được coi là bí mật và sẽ không được 
nhà nghiên cứu cung cấp cho bên thứ ba trừ khi luật pháp yêu cầu. 
Tên của người tham gia:  ________________________ 
Chữ kí của người tham gia: ________________________ Date/ Ngày: …..../..…../……. 
Tôi xác nhận rằng tôi đã cung cấp Thư Thông tin liên quan đến nghiên cứu này cho người 
tham gia ở trên; Tôi đã giải thích về nghiên cứu và đã trả lời tất cả các câu hỏi mà người tham 
gia nghiên cứu hỏi tôi.  
Chữ kí của người nghiên cứu: ________________________ Date: …..../..…../……. 
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Survey for Preschool teachers in Lai Chau province (in English) 
PRESCHOOL TEACHERS’ SURVEY 
LAI CHAU, VIETNAM 
1. Gender 
□ Female □ Male 
 
2. Age 
□ Less than 30 □ 31- 40 □ 41- 50 □ 51 and above 
 






□ La Hu 
□ Other (please specify __________________________) 
 
4. How many languages can you speak? 
□ One (Vietnamese) 
□ More than one (please specify ______________________________) 
 
5. How many years have you worked with Indigenous children as an early childhood 
teacher? 

















6. Which class do you teach at the moment?  
□ Class has children under 3 years old 
□ Class has children from 3 to 4 years old 
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□ Class has children from 4 to 5 years old 
□ Class has children from 5 to 6 years old 
□ Class has mixed-agegroups 
(Please specify children age groups __________________) 
 
7. What is the highest level of formal qualification you have completed in pre-service 
teacher education? 
□ Vocational school 
□ College qualification 
□ Bachelor degree 
□ Master degree 
□ Other (please specify __________________) 
 
8. Did you take any courses in teaching Vietnamese as a second language for young 
learners as part of your formal preparation to be an EC teacher? 
□ Yes (Go to question 9) 
(If Yes, please specify the course and college _________________________) 
□ No (Go to question 10) 
 
9. How well did your formal training prepare you to teach Vietnamese as a second 
language for young Indigenous learners? 
□ Very well □ Moderately □ Slightly □ Not well at all 
 
10. What have you done since your formal pre-service education to improve your second 
language teaching skills for young students? 
□ In-service education (free courses provided by DOET or MOET) 
□ Other education courses (courses for which you pay fees, please specify the 
course ________________________________________________________) 
□ Learning through experience (on the job) 
□ Nothing 




11. How many times have you attended the course Supporting for teaching Vietnamese 
language for Indigenous children run by DOET or MOET? 
□ Never attended  
□ Once 
□ Two or three times 
□ More than three times 
 
12. If you have taken the course Supporting for teaching Vietnamese language for 
Indigenous children, how useful was it? 
□ Very useful □ Moderately 
useful 
□ Slightly useful  □ Not useful at all  
 
13. Does the school where you work provide group discussion about Teaching 
Vietnamese as a second language for Indigenous children?  
□ Yes  □ No 
 
14. How much have you learned (teaching methods or strategies) from your colleagues 
about teaching Vietnamese language for Indigenous children?  
□ A lot □ A moderate 
amount 
□ A little □ Nothing 
 
15. How many of your students speak the same first language? 
□ All of them □ Most of them □ A few of them □ None of them 
 
16. Which is the most common first language that children use in your class? 
□ Vietnamese □ H’Mong □ Thai □ Dao □ other 
(please specify _______) 
 




For each of the statements about L2 acquisition 
that follow, please choose one option to indicate 


















































17. Native language learning and second 
language learning are different. 
□ □ □ □ □ □ 
18. Learning a second language is an 
additional burden for young Indigenous 
children. 
□ □ □ □ □ □ 
19. Indigenous children growing up in families 
with parents who can speak Vietnamese learn 
the target language faster than their peers 
raised in families with parents who do not 
speak Vietnamese.  
□ □ □ □ □ □ 
20. A second language can be learned through 
conversation alone. 
□ □ □ □ □ □ 
21. Learning a second language is like learning 
your first language. 
□ □ □ □ □ □ 
22. Mistakes in using Vietnamese (a second 
language), such as mispronunciation and 
omitting Vietnamese pronouns, come from the 
learner’s native language. 
□ □ □ □ □ □ 
23. Simple Vietnamese sentences should be 
taught before complex ones. 
□ □ □ □ □ □ 
24. Using the learner’s native language will 
support learning a second language. 
□ □ □ □ □ □ 
25. There is a silent period in learning a 
second language. 
(Silent period: the period in which the child 
absorbs the new language through listening rather 
than speaking) 
□ □ □ □ □ □ 
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For each of the statements about L2 acquisition 
that follow, please choose one option to indicate 


















































26. It is not necessary for learners to speak 
until they feel ready. 
□ □ □ □ □ □ 
27. Anxiety can prevent successful language 
acquisition. 
□ □ □ □ □ □ 
28. In order to learn a second language, 
learners should be immersed in its culture and 
people. 
□ □ □ □ □ □ 
29. Exposure to/ immersion in a second 
language is sufficient for successful learning. 
□ □ □ □ □ □ 
30. Teachers need to cover language structures 
in all classroom activities. 
□ □ □ □ □ □ 
31. Teachers need to correct all children’s oral 
speech. 
□ □ □ □ □ □ 
32. In Preschool, teachers should focus on 
teaching oral language. 
□ □ □ □ □ □ 
33. Teachers should teach a second language 
through play activities in preschool. 
□ □ □ □ □ □ 
34. Reading books and storytelling can be used 
to teach a second language for preschool 
children. 
□ □ □ □ □ □ 
35. Teachers should explain new vocalubary in 
the second language books before reading or 
telling a story to Indigenous children. 
□ □ □ □ □ □ 
36. Using Indigenous folktales translated into 
Vietnamese is a good way to help Indigenous 
children acquire a second language. 
□ □ □ □ □ □ 
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For each of the statements about L2 acquisition 
that follow, please choose one option to indicate 


















































37. Indignous preschool children can learn 
second language through singing Vietnameses 
songs. 
□ □ □ □ □ □ 
38. Preschool teachers can use technological 
tools such as video games and the internet as 
teaching methods to teach Vietnamese for 
Indigenous children. 
□ □ □ □ □ □ 
39. For successful language acquisition, 
Indigenous children should be involved with 
native peers of the second language.  
□ □ □ □ □ □ 
40. Forcus on meaning is more important than 
saying everything grammatically correctly 
during a conversation. 
□ □ □ □ □ □ 
 
Teachers’ perspective on Indigenous children and their learning 
For each of the statements about Indigenous 
children and their learning that follow, please 
choose one option to indicate your level of 



















































41. Currently, the teaching of Vietnamese for 
Indigenous children in Preschools in Lai Chau 
is good enough for them to enter primary 
schools. 
□ □ □ □ □ □ 
42. Indigenous children prefer learning through 
playing outdoors rather than through indoor 
activities. 
□ □ □ □ □ □ 
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For each of the statements about Indigenous 
children and their learning that follow, please 
choose one option to indicate your level of 


















































43. Indigenous children learn better by through 
observation, modelling and imitation, rather 
than through talking and listerning. 
□ □ □ □ □ □ 
44. Indigenous children usually work better in 
groups and they learn from each other as much 
as they learn from their teacher. 
□ □ □ □ □ □ 
 
 


































47. Would you be interested and willing to participate in the observation and interview 
phase of this study Teaching Vietnamese as a second language for Indigenous preschool 
children in Lai Chau, Vietnam? 
□ Yes 
If yes, please give your name and your email address or mail address so that the 




















Survey for Preschool teachers in Lai Chau province (in Vietnamese) 
CÂU HỎI ĐIỀU TRA GIÁO VIÊN MẦM NON Ở LAI CHÂU, VIỆT NAM 
1. Giới tính 
□ Nữ □ Nam 
 
2. Tuổi 
□ Ít hơn 30 □ 31- 40 □ 41- 50 □ Trên 51 
 






□ La Hu 
□ Nhóm dân tộc khác (Xin vui lòng ghi rõ _________________________) 
 
4. Anh/chị có thể nói được bao nhiêu 
ngôn ngữ? 
□ Chỉ một – Tiếng Việt 
□ Nhiều hơn một – Tiếng Việt và ngôn ngữ khác 
Xin vui lòng chỉ rõ ngôn ngữ khác là ngôn ngữ 
gì?_____________________________) 
 
5. Anh/chị đã làm việc với trẻ dân tộc 
thiểu số với tư cách là giáo viên mầm 
non bao nhiêu lâu? 
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6. Hiện nay anh/chị đang dạy trẻ ở nhóm 
tuổi nào?  
□ Lớp cho trẻ dưới 3 tuổi 
□ Lớp cho trẻ từ 3 đến 4 tuổi 
□ Lớp cho trẻ từ 4 đến 5 tuổi 
□ Lớp cho trẻ từ 5 đến 6 tuổi 
□ Lớp ghép nhiều độ tuổi 
(Xin vui lòng chỉ rõ các độ tuổi ghép trong lớp học __________________) 
 
7. Bằng cấp chính quy cao nhất mà 
anh/chị đã hoàn thiện trong chương 
trình đào tạo giáo viên mầm non? 
□ Trung cấp nghề 
□ Cao đẳng 
□ Cử nhân đại học 
□ Thạc sĩ 
□ Khác (Đề nghị nêu rõ __________________) 
 
8. Anh/chị đã từng học khóa học nào về 
dạy tiếng Việt là ngôn ngữ thứ hai cho 
trẻ nhỏ tại các cơ sở giáo dục mà bạn 
theo học để trở thành giáo viên mầm 
non? 
□ Có (Tiến tới câu hỏi 9) 
(Nếu có, xin vui lòng chỉ rõ khóa học của bạn? trường bạn học? 
_________________________) 




9. Các chương trình đào tạo chính thức 
bài bản đã chuẩn bị cho anh/chị như thế 
nào khi dạy tiếng Việt là ngôn ngữ thứ 
hai cho trẻ nhỏ người dân tộc thiểu số? 
□ Rất tốt □ Vừa phải □ Không nhiều □ Không có gì cả 
 
10. Sau khi tham gia khóa đào tạo giáo 
viên chính thức, Anh/chị đã làm gì để 
nâng cao kĩ năng dạy ngôn ngữ thứ hai 
cho trẻ? 
□ Tham dự khóa bồi dưỡng chuyên môn (các khóa học được cung cấp miễn phí bởi Sở 
giáo dục hoặc Bộ Giáo dục và Đào tạo 
□ Tham gia các khóa học về giáo dục khác (Các khóa học mà bạn tự đóng học phí, xin 
vui lòng cho biết chi tiết về khóa 
học________________________________________________________) 
□ Học thông qua kinh nghiệm làm việc thực tiễn (từ thực tế công việc) 
□ Không làm gì cả 
□ Khác (Xin vui lòng nêu rõ___________________________________________) 
 
11. Bạn đã tham dự bao nhiêu lần khóa học 
Hỗ trợ giảng dạy tiếng Việt cho trẻ dân 
tộc thiểu số do Sở giáo dục và đào tạo 
hoặc Bộ Giáo dục và Đào tạo thực 
hiện? 
□ Chưa tham dự bao giờ (Đi tiếp câu 
13) 
□ Một lần 
□ Hai hoặc ba lần 
□ Nhiều hơn ba lần 
 
12. Nếu anh/chị  đã tham gia vào khóa học 
Hỗ trợ giáo viên dạy Tiếng Việt cho trẻ 
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dân tộc, khóa học đó hữu ích như thế 
nào?? 
□ Cực kì hữu ích □ Hữu ích □ Tương đối hữu 
ích  
□ Không hữu ích  
 
13. Trường mà anh/chị đang làm việc có 
tiến hành các buổi thảo luận nhóm trao 
đổi về vấn đề dạy tiếng Việt như ngôn 
ngữ thứ hai cho trẻ dân tộc không? 
□ Có  □ Không 
 
14. Anh / chị có học được phương pháp 
giảng dạy từ kinh nghiệm của đồng 
nghiệp trong việc dạy tiếng Việt cho trẻ 
dân tộc không? 
□ Rất nhiều □ Tương đối nhiều □ Một chút □ Không có gì 
 
15. Có bao nhiêu trẻ trong lớp của anh/ chị 
sử dụng chung tiếng mẹ đẻ?  
□ Tất cả các trẻ □ Hầu hết các trẻ □ Một vài trẻ □ Không có trẻ 
nào nói giống 
ngôn ngữ mẹ đẻ 
của trẻ khác 
 
16. Ngôn ngữ mẹ đẻ nào là phổ biến nhất 
của trẻ trong lớp học của anh/chị? 
□ Tiếng Việt □ H’Mong □ Thai □ Dao □ Khác 
(Xin nêu rõ _______) 
 




Đối với mỗi câu hỏi dưới đây, xin vui lòng chọn 

























































17. Học ngôn ngữ mẹ đẻ và ngôn ngữ thứ hai 
là khác nhau. 
□ □ □ □ □ □ 
18. Học ngôn ngữ thứ hai là thêm gánh nặng 
cho trẻ dân tộc. 
□ □ □ □ □ □ 
19. Trẻ dân tộc lớn lên trong môi trường gia 
đình mà cha mẹ có thể nói tiếng Việt có thể 
học tiếng Việt nhanh hơn so với trẻ được nuôi 
dưỡng trong gia đình mà cha mẹ không thể nói 
tiếng Việt. 
□ □ □ □ □ □ 
20. Có thể học ngôn ngữ thứ hai thông qua trò 
chuyện. 
□ □ □ □ □ □ 
21. Học ngôn ngữ thứ hai giống như là học 
ngôn ngữ thứ nhất 
□ □ □ □ □ □ 
22. Những lỗi xuất hiện trong sử dụng ngôn 
ngữ thứ hai có thể do ảnh hưởng từ ngôn ngữ 
thứ nhất của người học. 
□ □ □ □ □ □ 
23. Mẫu câu đơn giản nên được dạy trước mẫu 
câu phức tạp. 
□ □ □ □ □ □ 
24. Sử dụng tiếng mẹ đẻ của người học làm 
phương tiện hỗ trợ học ngôn ngữ thứ hai. 
□ □ □ □ □ □ 
25.  
Có xuất hiện giai đoạn im lặng khi học ngôn ngữ 
thứ hai 
(Giai đoạn im lặng là giai đoạn trẻ hấp thụ ngôn 
ngữ mới bằng cách lắng nghe nhiều hơn là nói 
được ra bằng ngôn ngữ này) 
□ □ □ □ □ □ 
26. Không cần thiết phải bắt người học nói cho 
đến khi nào họ cảm thấy sẵn sàng.  
□ □ □ □ □ □ 
280 
 
Đối với mỗi câu hỏi dưới đây, xin vui lòng chọn 

























































27. Lo lắng có thể ngăn cản việc thu nhận 
ngôn ngữ thành công. 
□ □ □ □ □ □ 
28. Để học một ngôn ngữ thứ hai, người học 
nên được nhúng chìm trong nền văn hóa và 
giao tiếp với con người của ngôn ngữ đó. 
□ □ □ □ □ □ 
29. Tiếp xúc/ nhúng chìm trong ngôn ngữ thứ 
hai là yêu cầu của học thành công ngôn ngữ 
đó. 
□ □ □ □ □ □ 
30. Giáo viên cần phải sử dụng các mức độ 
ngôn ngữ khác nhau để phù hợp mọi hoạt động 
của lớp học. 
□ □ □ □ □ □ 
31. Giáo viên cần phải sửa lỗi cho tất cả các 
phát ngôn của trẻ 
□ □ □ □ □ □ 
32. Ở trường mầm non, giáo viên nên tập trung 
vào dạy ngôn ngữ nói. 
□ □ □ □ □ □ 
33. Giáo viên nên dạy ngôn ngữ thứ hai thông 
qua các hoạt động vui chơi ở trường mầm non. 
□ □ □ □ □ □ 
34. Đọc sách và kể chuyện có thể được sử 
dụng để dạy ngôn ngữ thứ hai cho trẻ mầm 
non. 
□ □ □ □ □ □ 
35. Giáo viên nên giải thích từ mới xuất hiện 
trong sách viết bằng ngôn ngữ thứ hai trước 
khi tiến hành đọc hoặc kể chuyện cho trẻ nghe. 
□ □ □ □ □ □ 
36. Sử dụng truyện dân gian các dân tộc được 
dịch sang tiếng Việt để giúp trẻ dân tộc tiếp 
nhận Tiếng Việt. 
□ □ □ □ □ □ 
37. Trẻ dân tộc có thể học tiếng Việt thông qua 
việc hát các bài hát tiếng Việt. 
□ □ □ □ □ □ 
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Đối với mỗi câu hỏi dưới đây, xin vui lòng chọn 

























































38. Giáo viên mầm non có thể sử dụng công 
nghệ như trò chơi điện tử, internet như phương 
tiện dạy tiếng Việt cho trẻ dân tộc. 
□ □ □ □ □ □ 
39. Để tiếp nhận thành công ngôn ngữ thứ hai, 
trẻ dân tộc nên được tham gia vào các nhóm 
trẻ nói ngôn ngữ này như ngôn ngữ thứ nhất. 
□ □ □ □ □ □ 
40. Tập trung vào ý nghĩa trong giao tiếp quan 
trọng hơn việc nói mọi thứ chính xác trong 
suốt cuộc trò chuyện. 
□ □ □ □ □ □ 
 
Quan điểm của giáo viên về trẻ dân tộc và quá trình học tập của trẻ 
Đối với mỗi câu hỏi dưới đây, xin vui lòng chọn 

























































41. Thực tiễn dạy tiếng Việt cho trẻ dân tộc ở các 
trường mầm non trên địa bàn tỉnh Lai Châu đã 
rất tốt để chuẩn bị cho trẻ đi học tiểu học.   
□ □ □ □ □ □ 
42. Trẻ dân tộc thích học thông qua các hoạt động 
ngoài trời hơn là các hoạt động trong nhà. 
□ □ □ □ □ □ 
43. Trẻ dân tộc học thông qua quan sát, làm mẫu 
và bắt chước hơn là thông qua lời chỉ dẫn và 
lắng nghe. 
□ □ □ □ □ □ 
44. Trẻ dân tộc thường làm việc tốt hơn theo nhóm 
và chúng có thể học lẫn nhau giống như là học 
từ giáo viên. 






































47. Anh/chị có vui lòng tham gia phần dự giờ và phỏng vấn của Nghiên cứu Dạy tiếng 
Việt như ngôn ngữ thứ hai cho trẻ dân tộc thiểu số ở Lai Châu, Việt Nam không? 
□ Có 











□ Không. Cảm ơn! 
 




APPENDIX B  
Document for Interviews and Observations 
Consent letters for Principal for Classroom observation (English) 
Consent Form for Observation 
Preschool Principal 
Teaching Vietnamese as a second language for Indigenous Preschool Children in 
 Lai Chau – Vietnam 
 
1. I give permission for Mrs. Thao Thi Vu to take observation in the classroom in my 
institution/preschool.  
2. I have read the Information Sheet provided and been giving a full explanation of the 
purpose of this study, the procedures involved and of what is expected of me.  
3. The researcher has answered all my questions about this study.  
4. I understand that I am free to withdraw from the study at any time without needing to 
give any reason.  
Name of participant:  ________________________ 
Signature of Participant: ________________________ Date: …..../..…../……. 
I confirm that I have provided the Information Letter concerning this study to the above 
participant; I have explained the study and have answered all questions asked of me.  
Signature of researcher:  ________________________ Date: …..../..…../……. 
 
Consent letters for Teachers for Classroom observation and interview 
Consent Form for Observation 
Preschool Teachers 
Teaching Vietnamese as a second language for Indigenous Preschool Children in 
 Lai Chau – Vietnam 
1. I agree voluntarily to take part in this study.  
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2. I have read the Information Sheet provided and been giving a full explanation of the 
purpose of this study, the procedures involved and of what is expected of me.  
3. I understand that I will be observed by the researcher over two school days. 
4. The researcher has answered all my questions and has explained possible problems 
that may arise as a result of my participation in this study.  
5. I understand that I am free to withdraw from the study at any time without needing to 
give any reason.  
6. I understand I will not be identified in any publication arising out of this study unless 
I give my consent.  
7. I understand that my name and identity will be stored separately from the data, and 
these are accessible only to the investigators.  
8. I understand that all information provided by me is treated as confidential and will not 
be released by the researcher to a third party unless required to do so by law.  
Name of participant:  ________________________ 
Signature of Participant: ________________________ Date: …..../..…../……. 
 I confirm that I have provided the Information Letter concerning this study to the 
above participant; I have explained the study and have answered all questions asked of me.  
Signature of researcher:  ________________________ Date: …..../..…../……. 
Consent Form for Interviews 
Teachers 
Teaching Vietnamese as a second language for Indigenous Preschool Children in  
Lai Chau – Vietnam 
1. I agree voluntarily to take part in this study. 
2. I have read the Information Sheet provided and been giving a full explanation of the 
purpose of this study, the procedures involved and of what is expected of me.  
3. I understand that I will be asked to respond to a series of Interview questions. 
4. The researcher has answered all my questions about this study.  
5. I understand that I am free to withdraw from the study at any time without needing to 
give any reason.  
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6. I understand that I can choose to not respond to any question that makes me 
uncomfortable. 
7. I understand I will not be identified in any publication arising out of this study unless 
I give my consent.  
8. I understand that my name and identity will be stored separately from the data, and 
these are accessible only to the investigators.  
9. I am willing for this session to be audio taped 
10. I understand that all information provided by me is treated as confidential and will not 
be released by the researcher to a third party unless required to do so by law.  
Name of participant:  ________________________ 
Signature of Participant: ________________________ Date: …..../..…../……. 
I confirm that I have provided the Information Letter concerning this study to the above 
participant; I have explained the study and have answered all questions asked of me.  





INDICATE QUESTIONS FOR SEMI-STRUCTURE INTERVIEW 
1. How many years have you been a preschool teacher? How many years have you been 
teaching for Indigenous children in Lai Chau?  
2. Where did you study your formal pre-teacher education? How long did the course 
take? 
3. In your formal education, have you ever been taught how to teach Vietnamese 
language as a second language for Indigenous children? 
4. What challenges do you experience when teaching Indigenous children Vietnamese? 
What is the most challenge thing? 
5. What did you do to help children from different Indigenous groups and family 
background in one classroom to acquire the target language?  
6. What opportunities do you experience when teaching Indigenous children 
Vietnamese?  
7. What methods of teaching Vietnamese as a second language have you used? 
8. Which method do you think your students prefer or find most effective? 
9.  How do you measure the skills (oral Vietnamese language and emergent Vietnamese 
literacy) of the Indigenous children?  
10. What is the role of pre-school teachers in the teaching Vietnamese language for 
Indigenous children? 
11. What factors affect teaching Vietnamese language for Indigenous children?  
12. What can be improved in setting up Vietnamese language environment in classroom?  
13. Is there anything else you would like to add? 
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Teacher:  ………………………………………...........Date of observation: 
………………………………………….…………………………………………………………………… 
Start time of observation: ……………………….End time of 
observation:…………………………………..…………………………………………………………………… 





Number of teachers (e.g. principal teacher, co-teachers, aides): 
……………………………………………………………………………………………………………… 
Number of girls: …………………….                         Number of 
boys:…………………………………………….…………………………………………………………………… 
Age range of 
children:…………………………………………………………………………………………………………..……………………………………
……………………………… 
Number of Vietnamese language learners: 
………………………………………………………………………..…………………………………………………………………… 
Primary language used by 
teachers:…………………………………………………………………………………….…………………………………………………………
………… 
Primary language spoken in 
classroom:……………………………………………………………………………………………………………………………………………
…… 
Languages spoken by other students: 
……………………………………………………………………………………………………………………………………………………… 
 
OBSERVATION FOLLOWS THE TEACHING PROCESS IN CLASSROOM 
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Time Activity What teacher does What children do 
    
    
 
ANALYZING THE OBSERVATION 
 
Section 1: Classroom Environment 





Classroom structure  
1 Organization of the classroom: Recognizing the 
diversity in the classroom.  
-There is evidence of ongoing efforts by 
teachers to learn and use information from 
children’s homes and communities to engaging 
classroom-based Vietnamese literacy.  
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-Cultural and linguistic diversity is valued. 
Using children’s mother tongue as instruction 
at the beginning state (with children who just 
go to preschool or with children who attend the 
first month in the school year).  
2 Contents of the classroom: Diversity of 
learning centres and all classroom materials are 
well organized, accessible, and coordinated 
with ongoing learning goals.  
Some typical learning centres in classroom that 
link with different areas are: dramatic play, 
pretend play, movement activities, sharing 
book/library, exploring science, mathematics, 
music, art, food experiences, and health and 
safety experiences.  
 
   
3 Classroom Management: 
- Child-centred is a fundamental principle  
- Children are engaged to participate in 
different activities. Teacher leads them to join 
   
292 
 
in circle time as well as small group discussion 
and individual activities.  
- Teacher gives children a chance to gain 
implicit knowledge through play-based 
education and explicit knowledge through 
purposeful activities.  
4 Personnel:  Teachers and assistants in 
classroom cooperate respectfully with each 
other, and their interaction benefits teaching 
process in the classroom. They also focus 
positively on children’s engagement in learning 
Vietnamese language.  
   
The language environment  
5 Discourse Climate: Teachers foster a climate in 
which expressing individual opinions and ideas 
are valued. They listen attentively to children 
and encourage them to listen and respond to 
others.  Teachers also foster further discussion 
with children and encourage them to use 
Vietnamese language as much as they can.  
   
6 Opportunities for extended conversations:     
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Teachers create varied opportunities for 
interaction that engage a range of children in a 
balance of individual, small-group, and large 
group conversations. In each play-based 
education activities, the teacher encourages 
children to create their own language (rule-
based competence) in the turn-taking 
conversation.  
7 Efforts to build vocabulary:  
-Teachers promote children’s use of new words 
in every activity in classroom.  
New words may be introduced and seen across 
multiple classroom settings.  
   
8 Phonological awareness: 
Teachers engage children in varied interaction 
designed to build their awareness of sounds in 
language through reading poems and singing 
the songs.  
   
Print and Vietnamese letters  
9 Environmental print:    
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Print letters appear everywhere in the 
classroom. There are multiple examples of the 
written word that clearly exemplify the varied 
purposes of writing and underlying purpose of 
communicating.  
Teachers organize an attractive book area.  
10 Support for children’s writing:  
Teachers encourage children to pretend writing. 





Section 2: Teachers’ instruction in classroom 












Evidence/Examples from this setting 
1 Teachers provide two types of 
formulaic sequences: routines (e.g. I 
don’t know) and patterns (e.g. Can I 
have a…?) through classroom 
instruction and play-based activities 
such as dramatic play, pretend play 
and storytelling/book sharing. 
     
2 Making meaning in relation to the 
theme that the teacher is using in the 
classroom.  
     
3 Making meaning of the content being 
taught 
     
4 Making communicative meaning 
through task-based teaching (e.g., 
pretension to be shopkeeper, etc.) 
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5 Develop children implicit knowledge 
through providing play-based 
activities  
such as dramatic play and puppetry, 
pretend play, movement activities, 
music, science exploring and 
children can pick up new 
vocabularies naturally.  
     
6 Focus on developing oral language 
and correct children's’ speech in the 
moral ways.  
     
7 Preventing lots of input from setting 
up language rich environment.  
-Teaching Vietnamese in 
comprehensive ways (e.g. different 
themes, different contexts, different 
kind of sentences) 
- Encourage children to develop their 
interest in Vietnamese literacy (role 
play reading and writing) focus on 
print, develop metalinguistic 
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knowledge, develop phonetic 
awareness).  
- Setting up print environment 
outside the classroom (such as 
named trees in the garden) 
 Start with what children know.  
Allow time for children to adjust to 
the new surroundings before 
approaching them with questions and 
directions. Use children’s name 
during the activities without actually 
directing the speech to them. 
Teachers support children until they 
make sure that kids understand 
everything.  
     
9 Use on-the-spot labeling in 
meaningful contexts. Identify 
“teachable moments” to talk about 
the object(s) a child in using or about 
his/her actions at that particular 
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moment, e.g. “You picked the book” 
or “Yes, it is blue.” 
10 Double message. Use words along 
with plenty of gestures, body 
language, and actions. 
     
11 Use repetition. Say the formulaic 
expression.  
     
12 Talk about the here and now. 
(Children use context to understand 
the message) 
     
13 Expand and extend. Once children 
use the target language, teachers add 
to what they say. 
     
14 Keep it short. (Teacher talks to a 
child for short periods in the second 
language. The child may not 
understand at first, but by hearing the 
second language in a variety of 
situations, the child will eventually 
begin to notice, play with, and grasp 
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intonation patterns, sounds and 
meaning.) 
15 Fine-tune your language. Simplify 
your message and use short 
sentences. 
     
16 Focus on one language at a time. 
Avoid immediate translations. 
Constant translations may cause 
children to tune out the second 
language. Teachers do not code –
switch languages with beginning 
learners as children. However, if 
children use code-switching in their 
expression, in state of criticizing, 
teachers should correct their speech 
in a moral way.  
     
17 Be a good language role model. As a 
language role model, teachers use 
one language at a time. Talk in ways 
you want children to talk. 
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18 Use Vietnamese songs and finger 
plays to teach simple vocabulary. 
     
19 Use sharing book activity in 
classroom (read aloud)  
     
20 Accept children’s attempts to 
communicate because trial and error 
are a part of the second language 
learning process. Also, accept body 
language (e.g. give a nod of assent, 
refuse with a shake of the head) 
     
21 Children should be given 
opportunities to practice Vietnamese 
language in different activities in 
preschool such as dramatic play and 
puppetry, movement activities, 
music, story time, science, 
mathematics, social experiences, 
peer interactions and other enriching 
activities. 
     
22 Recognize children’s attempts to use 
Vietnamese. Provide positive 
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feedback when children try to use 
Vietnamese to communicate. 
23 Focus on what the children are 
saying. Focus on the child’s message 
rather on how well the grammar the 
child is using the second language. 
Allow children to talk or not to talk 
in accordance with their own paces 
or abilities. 
     
24 Up the ante. Use your judgment and 
knowledge of the child to decide 
when to insist the child use verbal 
communication instead of gestures. 
     
25 Set up dramatic play      
26 Set up pretend play      
27 Set up story re-enactment (children 
have to retell the story that teacher 
shared with them before) 
     
28 Set up story dictation (Children 
create a story and teacher helps to 
take note this story) 
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29 Focus on oral interaction      
30 Creating contexts (that linked with 
different play-based education 
activities) of language use where 
children have a reason to attend to 
language 
     
31 Providing opportunities for learners 
to use the language to express their 
own personal meanings. For 
example, after storytelling/sharing 
book teacher and children discuss the 
story.  
     
32 Helping children to participate in 
language-related activities that are 
beyond their current level of 
proficiency 
     
33 Offering a full range of contexts that 
cater for a full performance in the 
language.  
     
34 Accept individual differences with 
regard to language. Avoid pressures 
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to “rush” and “push out” children to 
join the mainstream classroom. 
35 Validate children’ home language 
and use familiar, culturally relevant 
Vietnamese literature (in storytelling 
and sharing book activities) 
     
36 Help children share their personal 
stories 
     
37 Each play-based education activity in 
preschool links with the theme/topic.  
     
38 Assessing children through free 
constructed response such as 
communicative task, story re-
enactment, story dictation, dramatic 
play, pretend play. These activities 
allow children to use the language 
really.  
     
39 Encourage children to practice the 
target language through giving 
controlled production (e.g. children 
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mimic formulaic sequences that 








Standard for language development and community (children at the age of five) in 
Vietnam 
Các chuẩn thuộc lĩnh vực phát triển ngôn ngữ và giao tiếp 
http://vietsciences.free.fr/vongtaylon/giaoduc/bochuanphattrientre5t.htm 
1. Chuẩn 14. Trẻ nghe hiểu lời nói  
Competency 14: Ability to understand Vietnamese 
a) Chỉ số 61. Nhận ra được sắc thái biểu cảm của lời nói khi vui, buồn, tức, giận, ngạc 
nhiên, sợ hãi; 
Indicator 61: Have ability to identify speaker’s emotion such as happy, sad, angry, 
surprised and scared through listening their speech 
  
b) Chỉ số 62. Nghe hiểu và thực hiện được các chỉ dẫn liên quan đến 2, 3 hành động;  
Indicator 62: Understand and follow the instruction that links with two or three 
actions.  
c) Chỉ số 63. Hiểu nghĩa một số từ khái quát chỉ sự vật, hiện tượng đơn giản, gần gũi; 
Indicator 63: Understand the meaning of some umbrella terms that are simple and 
close to the daily life.  
d) Chỉ số 64. Nghe hiểu nội dung câu chuyện, thơ, đồng dao, ca dao dành cho lứa tuổi 
của trẻ. 
Indicator 64: Understand the content of stories/ poems/nursery rhymes that used for 
children.  
2. Chuẩn 15. Trẻ biết sử dụng lời nói để giao tiếp 
Competency 15: Ability to use Vietnamese language to communicate with others 
a) Chỉ số 65. Nói rõ ràng; 
Indicator 65: Speak clearly 
b) Chỉ số 66. Sử dụng các từ chỉ tên gọi, hành động, tính chất và từ biểu cảm trong 
sinh hoạt hàng ngày; 
Indicator 66: Using different words that show name of the objects, action, adjective and 
emotion in the daily life.  
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c) Chỉ số 67. Sử dụng các loại câu khác nhau trong giao tiếp; 
Indicator 67: Using different kinds of sentence in communication 
d) Chỉ số 68. Sử dụng lời nói để bày tỏ cảm xúc, nhu cầu, ý nghĩ và kinh nghiệm của 
bản thân;  
Indicator 68: Using language to express emotion, requirement, thoughts and 
experiences 
đ) Chỉ số 69. Sử dụng lời nói để trao đổi và chỉ dẫn bạn bè trong hoạt động; 
Indicator 69: Using language to communicate and instruct with friends in different 
activities 
e) Chỉ số 70. Kể về một sự việc, hiện tượng nào đó để người khác hiểu được; 
Indicator 70: Talk and explain for others to understand about an incident or a 
phenomenon  
f) Chỉ số 71. Kể lại được nội dung chuyện đã nghe theo trình tự nhất định; 
Indicator 71: Retell a content of a story that has been heard in a certain order 
g) Chỉ số 72. Biết cách khởi xướng cuộc trò chuyện. 
Indicator 72: Know how to initiate a conversation 
3. Chuẩn 16. Trẻ thực hiện một số quy tắc thông thường trong giao tiếp  
Competency 16: Children follow some normal rules in communication 
a) Chỉ số 73. Điều chỉnh giọng nói phù hợp với tình huống và nhu cầu giao tiếp;  
Indicator 73: Adjust the voice to suit the situation and communication needs 
b) Chỉ số 74. Chăm chú lắng nghe người khác và đáp lại bằng cử chỉ, nét mặt, ánh 
mắt phù hợp; 
Indicator 74: Pay attention to others and respond with gestures, facial expressions, and 
appropriate eyes 
c) Chỉ số 75. Không nói leo, không ngắt lời người khác khi trò chuyện; 
Indicator 75: Do not cut into the grow-ups conversation or interrupt others when 
communicating 
d) Chỉ số 76. Hỏi lại hoặc có những biểu hiện qua cử chỉ, điệu bộ, nét mặt khi không 
hiểu người khác nói; 
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Indicator 76: Ask questions or expressions through gestures, and facial expressions 
when not understood 
 đ) Chỉ số 77. Sử dụng một số từ chào hỏi và từ lễ phép phù hợp với tình huống; 
 Indicator 77: Know how to use some greetings and polite words that fit the situation 
e) Chỉ số 78. Không nói tục, chửi bậy. 
Indicator 78: Do not use a foul language or talk nonsense/rubbish 
 
4. Chuẩn 17. Trẻ thể hiện hứng thú đối với việc đọc   
Competency 17: Children pay their attention in reading 
a) Chỉ số 79. Thích đọc những chữ đã biết trong môi trường xung quanh; 
Indicator 79: Children love to read letters in their surrounding environment 
b) Chỉ số 80. Thể hiện sự thích thú với sách; 
Indicator 80: Show their interest in books 
c) Chỉ số 81. Có hành vi giữ gìn, bảo vệ sách. 
Indicator 81: Having behaviors to preserve and protect books 
5. Chuẩn 18. Trẻ thể hiện một số hành vi ban đầu của việc đọc  
Competency 18: Children expresses some of the early behaviors of reading 
a) Chỉ số 82. Biết ý nghĩa một số ký hiệu, biểu tượng trong cuộc sống; 
Indicator 82: Know the meaning of some signals, and symbols in daily life 
b) Chỉ số 83. Có một số hành vi như người đọc sách; 
Indicator 83: Having some behaviors of reading 
c) Chỉ số 84. “Đọc” theo truyện tranh đã biết;  
Indicator 84: based on familiar pictures, “reading” a story  
d) Chỉ số 85. Biết kể chuyện theo tranh. 
Indicator 85: know how to tell story based on picture 
6. Chuẩn 19. Trẻ thể hiện một số hiểu biết ban đầu về việc viết 
Competency 19: Children show some initial understanding of writing 
a) Chỉ số 86. Biết chữ viết có thể đọc và thay cho lời nói; 
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Indicator 86: know that writing letters can be read and replaced for oral language 
b) Chỉ số 87. Biết dùng các ký hiệu hoặc hình vẽ để thể hiện cảm xúc, nhu cầu, ý nghĩ 
và kinh nghiệm của bản thân; 
Indicator 87: Know how to use symbols or pictures to express emotions, needs, thoughts 
and experiences 
c) Chỉ số 88. Bắt chước hành vi viết và sao chép từ, chữ cái; 
Indicator 88: Imitate the behavior of writing and copying words, letters; 
d) Chỉ số 89. Biết “viết” tên của bản thân theo cách của mình; 
Indicator 98: Know how to "write" their name in their own way; 
 đ) Chỉ số 90. Biết “viết” chữ theo thứ tự từ trái qua phải, từ trên xuống dưới;  
Indicator 90: Know how to “write” letters in order from left to right, from top to bottom  
e) Chỉ số 91. Nhận dạng được chữ cái trong bảng chữ cái tiếng Việt.  
Indicator 91: Identify the letters in the Vietnamese alphabet 
 
 
 
-  
 
